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was found by using the Grid Analysis Package. Getting
good results in study and earning reputation by different
channels were internally attributed and were linked with
tangible and extrinsic benefits. In sharp contrast was
the attainment of satisfying interpersonal relationship.
It was, expectedly, perceived as contingent on other's
cooperation which was, however, seen as at the mercy of
luck or fate and intrinsic satisfaction was expected.
Of all the success domains, being able to get a job one
likes best fitted the subjective success conception of
an average Form 6 student. Subjects with different sex
role orientations had similar success conceptions, with
minor differences among them. They also did not differ
in the degree of complexity in construing success both
with self-elicited and supplied elements and constructs.
The findings of this study point to the importance
of incorporating subcultural value structures in specific
domains of experience in cross-cultural achievement
motivation research. A developmental perspective to
study success conception across age cohort would be a
Promising 'line of future research as goals, meanings and
attributional styles are likely to vary with age. The
theorectical implication and actual role of perceptual
dimensions other than attribution in mediating
achievement motivation should also be more heeded.
ABSTRACT
This study explored the success conception of Form 6
students in Hong Kong by using G.A. Kelly's Personal
Construct Theory and its methodological component, the
repertory grid. The many facets of their phenomenology
were investigated through two studies. Ih the first
study, the incidence they regarded as success and the
major dimensions they employed in interpreting these
instances were found by semi-structured interview. By
using the most frequently mentioned success instances and
construal dimensions as supplied elements and constructs
in the Group Grid in the second study, we were able to
uncover the ways different domains of achievements were
construed. The cognitive complexity of such construal
was related to their sex-role orientations that were
measured by the Bem Sex Role Inventory in both studies.
Results indicated that success in extra-curricular
activity, study and social relationship were the most
frequently mentioned past achievements whereas
achievements in career, study and familial relationship
were the most conspicuous candidates for future desired'
success. This was interpreted with reference to- the
conditions 'within which students found themselves. The
major dimensions to make sense of these achievements
were, in order of magnitude, consequence of outcome,
nature of experience, and attribution. The specific
relationship of success domains and construal dimensions
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The question of what individuals mean by success
and the implications of deciding whether something is a
success are of particular importance in a success-
oriented society like ours. Causal observations amply
document the importance of success. Bestsellers in
bookstores include those that attempt to provide guidance
for achieving success in business, schools and in
interpersonal relationships. Courses are offered that
provide guidance for achieving success in these domains.
TV commercials portrayed different types of successful
images. All these ventures are strong support for the
supposition that people contemplate about and desire
success.
In the minds of many people, school is an important
training ground for later adult success. Parents and
teachers want. students to be successful in school.
Typically. students also want to do well, and feel good
when they are successful..
Societal concern over success, especially
academic success, is reflected by the large number of
educational, sociological and psychological literature
concerned with the determinants of'his or her own success
or failure. Other research has focused on what the
2student perceives to be the determinants of his or her
own success or failure. However, little consideration
has been given to the more fundemental question of what
students themselves regard as success. Studies in the
field related to success and achievement, e.g.
attribution, achievement motivation, have always used
experimenter-defined success which are masculine,-
extrinsic and in individualistic in nature. Seldom were
subjects asked what their actual conception of success
was. More and more researchers question the validity of
a predetermined criterion of success in cross-culture,
cross-sex and cross-cohort study of success (e.g. Frieze,
Francis and Hanusa, 1983 Maehr and Nicholls, 1980 Maehr
and Kleiber, 1981) because subjects do not always accept
the experimenter's definition of success and failure
(Elig and Frieze,1979). Furthermore, public definitions
of success do not always correspond with private concept
(Kassarjian, 1963). This issue is especially important
at a time when students are seen as.low in motivation to
learn. If motivation is always closely linked with
personal involvement, the prerequisite of which is
relevancy and significance of goals to the person
involved, it is all the more important to find out the
goals reflected in conception of success.
This study attempts to extend our understanding of
student perceptions of success by using the repertory
grid technique which is derived from G.A. Kelly's Theory
3of Personal Constructs (1955). The repertory grid is an
idiographic approach to explore the subjective perception
of respondents in selected areas of concern, e.g success
in this study. It is an integration of humanistic and
scientific psychology (Bonarius,1965) a soft approach
in providing* hard data, i.e. when exploring
phenomenology of a person's inner world, it also yields
data that can be subjected to vigorous statistical
analysis, thus minimizing subjectivity and ambiguity in
interpretation of findings.
The questions we address in this research are:
(1) What are the things/major domains perceived as
success by students?
(2) What dimensions do they use to interpret success?
(3) How are different success domains construed with
respect•to the major construal dimensions?
(4) Do adolescents use complex structure to construe
success or are they simple-minded in this aspect?
Sex-role orientation is included as an independent
variable to differentiate groups of different
cognitive complexity.
The present .study is exploratory in nature.
Besides answering the above questions which may enhance
our understanding of students, it also helps to bridge
the gap between idiographic and nomothetic approach to




The literature review consists of three main
sections. The first part is literature on success. The
different definitions of success together with various
methods to study it are presented. How we label something
as success is then discussed. The second part is a brief
introduction of the Personal Construct Theory which is
the major theorectical framework within which the present
research embedded. The final section explores the
feasability to relate gender-schema theory to the
cognitive complexity of the perception of success.
(A) SUCCESS
Definitions of Success in Prior Researches
Success is a complex theoretical construct (Frieze
et al., 1983). We use this term lavishly in our life,
but seldom aware what we have really in mind when we use
this word.' In psychology, phenomena related to success
and/or achievement have also captured the attention of
many researchers. Numerous definitions of 'success' have
been offered but no consensus has yet been made
concerning its definition. As Maehr and Nicholls (1980)
point out, Success.and failure are not concrete events.
They are psychological states on perception of reaching
5or not reaching goals, and dependent on the perceived
reasons for those outcomes (p.228). After interviewing
34 celebrities on their success perception, Firestone
(1976) comes to this point: Whatever success is, it is a
good bit less simple or uniform than either its boosters
or detractors would have us believe with their rather too
certain generalities (p.ix). Perhaps because of this
lack of concreteness, researchers have little agreement
concerning what success is. Lewin, Dembo, Festinger and
Sears (1944) forcibly discern this point, What for one
person means success means failure for another person
(p.374). In their massive review of Fear of Success
literature,. Canavan-Gumpert, Garner and Gumpert (1978)
concluded that A success is any achievement in the
personal, interpersonal or academic/ occupational
domains which a person regards as a success (p.26).
Defined in this way, success is similar to beauty: it
is in the eye of the beholder only.
Somewhat more specific definitions of success were
used by some early clinical theorists (see Canavan-
Gumpert -et. al. 1978). Freud (1915) and Horney (1939)'
conceptualize success within a competitive framework and
its attainment is gained through defeating rivals. In
their view, success so achieved is prone to pathological
outcomes. Growth-oriented clinicians see success in more
positive terms. Although Maslow (1954) sees competition
as fundamentals to success, he also stresses the
6importance of the quality of end products of such
competition. Demonstration of competence and independence
is also essential to success according to Sullivan
(1953).
by tar the most influential of all achievement and
success conceptualization is derived from McClelland and
his colleagues in their study of achievement motivation
(1953). In their formulation, the defining criteria for
the achievement motive is a competition with some
standard of excellence (1953, p.10) and success is
equated with reaching that internal standard of
excellence. Within this framework, success is usually
seen as involving competition with others and oneself as
well as hard work. It is personal success, not
cooperative success.
Maehr (1974) extends McClelland's definition of
success. Like McClelland, he suggests that success.. and
failure evaluations are relevant only for behaviour for
which there are standards of excellence. He further
argues that the outcomes on the task'should potentially
be attributable to the individual's performance, i.e., the
individual should be responsible for the outcome and
that there should-be some level of challenge, i.e.
uncertainty of outcome in the task. Thus both McClelland
and Maehr argue that a person's beliefs about the reasons
for his performance are important determinants of how
successful the performance is perceived to be.
7This assortment of definitions points out a common
theme: success is individually defined. Goals, standards
of excellence, attribution and outcome expectancy are
subjectively determined. We all have goals. But it is
unsafe to assume we have the same goal. The distinction
between private personal concept of success and public
conception of success should be drawn. Countless wise men
advise us to shatter the demands of a public success and
seek our personal vision. Let's quote one. William James,
in a.letter to H.G. Wells, writes, The moral flabbiness
born of the exclusive worship of the bitch footness
SUCCESS. That with-the squalid cash interpretation on the
word SUCCESS-- is our national disease (cited in
Tresemer, 1977, p.39). His radical attitude reminds us of
the danger of equating personal and public conception of
success. Besides, the two are not necessarily the same.
Kassarjian (1963) developed questionnaire scale for
psychological success to measure personal feelings and
for sociological success to measure how an individual
thought he was regarded in the world. The correlation-
between scores on these two scales was fairly low. Thus
public success does not always go with subjective.
success. Furthermore, measure of self-esteem and number
of. illness symptoms were not related to sociological but
were closely related to psychological success. The.
distinction between public and private success highlights
a related issue in psychological research. Very often
8researchers determine what success should be without
regarding their subject's viewpoint. They seem to assume
the experimentally defined success criteria would be
accepted unconditionally. The two, unfortunately, do not
always coincide.
A study of Elig and Frieze (1979) demonstrates the
problem of experimenter-defined success and failure. In
this study students were assigned to a success or failure
group after performing an anagram task. Subjects who
solved at least as many anagram as 75% of other college
students were assigned to success group. The other were
assigned to failure group. Of the 250 students in the
study, about 20% did not place themselves into the
correct group when asked how successful they thought
they had been on the task. An experience is successful
only in so far as the person would fashion them into
success with personal meaning. Outsider's speculation-.is
prone to err.
The Need to Study Subjective Conception of Success
The idiosyncratic nature of success appraisal
demonstrates the necessity to assign weight to
individual's own criteria. Studies that.do.not include
such check may be flawed if discrepancy exists between
experimenter's and subject's interpretation of
9achievement. Ironically, the very areas with success/
achievement as central study focus, e.g. achievement
motivation, fear of success and attribution of
achievement, have overlooked the importance of this
check. The consequence is serious.
McClelland et al.'s (1953) theory of achievement
motivation has been criticized as ethnocentric (Kornadt,
Eckensberger and Emminghaus, 1980 Maehr, 1974, 1978
Maehr and Micholls, 1980) on the ground that it has
neglected the possibility of situational determinants of
achievement behaviour. The story used in McClelland's
study bias toward individual success or success connected
with economic achievement in social competition has
limited the cross-cultural applicability of achievement
motivation because anyone who does not exhibit the
predetermined pattern of behaviour is supposed to be low
in achievement motivation. Japanese, in this way, is also
low in achievement motivation (Devos, 1968). To broaden
the theory, Maehr and Nicholls (1980) point out that
there may be diverse modes of achievement and diverse
values concerning achievement. They suggest to
incorporate conceptions of success and failure across
cultures as the starting point for cross-cultural
research on achievement motivation.
McClelland's monolithic definition of achievement
not only hamper's its cross-cultural applicability, but
10
also its cross-sex validity. Horner's postulation of the
motive to avoid success or fear of success (1968, 1972
which aims at expanding the theory to female achievement
behaviour, has suffered the same drawback. She assumes
that being the top of a medical class is a success to
every one. Other researchers manipulate the task in study
to be either masculine or feminine to study the validity
.of this motive. Inconsistent results have been reported
(cf. Sorrentino and Short, 1973 Robbins, 1973 Makosky,
1972). The conflicting result has been explained
differently, e.g. Tresemer (1977), Sassan (1980). One
possible flaw lies in the definition of success. The
avoidance reaction proposed by Horner is theoretically
dependent on a" conflictual interpretation of success.
This Involves all that is riot simple and straightforward
about success, all that is ambivalent, especially to
the extent that it conflicts with "success" in one's
gender role. Success has seldom been accompanied by Y
precise operational definition, the assumption being that
it defines itself. The problem of the consequent
complexity with which such a "success" must be viewed has
been disregarded. After- a laborous review of Fear of
Success, Tresemer advised: Such difficult personal
concepts as 'success' can only be understood with the
greatest emphasis on the individual. At this stage of,
nowledge, perhaps we should refrain from imposing our
:ategories on our .,subject and openly observe what is
11
occurring (1977, p.196). The definition of success given
by psychologists, e.g. high salaries, good grades in
schools are narrower and more confined than those in the
culture at large. Extra open-mindedness is needed to
study familiar concepts like success. Otherwise,
we'll corner ourselves by making fear of success a
concept better labelled Fear of??.
The same problem also evidenced in the study of
causal attribution. The classic attribution model (e.g.
Weiner, 1974; Weiner et. al. 1971) starts with an
assumed success or failure and information about the
performance is used immediately to infer why the outcome
occurred. The possibility of varying definition of
successful performance is ignored. However, the
manipulation used to establish the success or failure may
not be successful. Two common techniques that have been
used are: (1) telling subjects that they have succeeded
or failed on a task and (2) giving subjective norms
(usually made up by experimenter) about the performance
level of other comparable-groups and allowing subjects to
assess their performance level relative to the group. In
the former case, subjects do not always accept the
-experimenter's definition of success and failure (Elig
and Frieze, 1979). In the latter case, the normative
information may simply tell subjects that they performed
generally better or worse than others. Perception of
success or failure is not guaranteed. While lots have
12
done on what students perceive to be the cause of their
success, little attention has been paid to the
epistemological prior question of what students
consider success to be (Frieze et al.,1983).
The study of students' own perception of success is
of theoretical importance as this can make up for the
inadequate treatment given to subjective conception of
success and make researches to success and achievement
more meaningful and valid. On the practical side, knowing
the things to which students assign great importance
enhances our understanding of them. Is academic success
as important as it seems? What really are important in
students' eyes? With increasing complaints from teachers
about the lowering of student motivation and students'
complaints about boredom in study, is the lopsided
emphasis on academic accomplishment in school
justifiable? Or are there other more important facets of
experience in.student we have overlooked? We don't know.
The need to understand students in their own terms has
been widely documented, eg. Kelly (1970a) Morris (1972),
Postman and Weingartner (1971). If meaning and meaning
systems do in fact direct achievement behaviour (Fyans,
Salili, Maehr and Desai, 1983) and personal investment in
work (Maehr, 1984 Maehr and Braskamp, 1986), we are all
the more in need of in-depth uriderstadirig. of students'
meaning system associated with success. The present study
is a first step in thisdirection.
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Recent Advances in the Study of Success
More psychologists have begun to note the need to.,
find out subject's notion of success. This awareness has
led to some advancement in the theory of achievement
motivation and causal attribution.
Maehr is perhaps one of the most important and.
outspoken researchers to incorporate meaning of success
and failure in achievement motivation. Realizing the
ethnocentric focus of McClelland's theory of achievement
motivation (Maehr, 1974 1978), he sets to find a model
which makes achievement motivation a universal phenomenon
and thus makes possible cross-cultural comparison. The
three delimiting principles for motivational inferences
as mentioned before pave way for a greater openness in
conceptualizing the achievement motivation of diverse
culture and subculture groups. Specifically, the focus on
personality variables gives way to a focus on situations,
contexts and immediately impinging events in achievement
motivation research. He argues that individuals emphasize
different conceptions of success and failure in different
situations and these are-to be the focus of later studies
(Maehr and Nicholls, 1980). His involvement in cross-
cohort study of achievement motivation (Maehr and
Kleiber,,1981) further convinces him the significance to
explore meaning system of individuals since success
defined by youth may well be differed from the aged. A
14
cohort-centric theory of achievement motivation should be
avoided. More recently, he develops his theory of
Personal Investment (Maehr and Braskamp, 1983, 1986
Maehr, 1984) with the basic tenet that people will invest
their time, energy and effort only in task that they find
personally meaningful. His enthusiasm has inspired other
researchers, eg. Duda (1985) and Steinkamp Habteyes
(1985) to follow his footstep.
In the field of attributional studies, Frieze,
Francis and Hanusa (1983) have developed an expanded
model in which subjective evaluation of the level of
success is ascertained before attributions are made.
The good intentions of these researchers are,
however, partially defeated. While Meahr stresses the
importance to study the phenomenology of achievement,
appropriate .tool has not been developed. But granting the
phenomenology of achievement a place is one thing, to
explore it with appropriate method is another. Thus far,
Meahr, Duda, Steinkamp and Habteyes, and Frieze have done
the former, but left the latter less. attended. Maehr
clings to the semantic differential technique and the
other use questionnaire to uncover subjective meaning
attaches to success. The inadequacies of these methods
to study our phenomenological world will be discussed
below. It is to the how of studying success we now
turn.
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Method to Study Concept of Success
A few methods that have been used to study
conception of success will be discussed. Each has its
own limitations and an alternative method is proposed
to gain access to individual's subjective world.
(1) Semantic Differential Technique
Osgood's semantic differential technique is a
method to measure meaning (Osgood, Suci and Tennanbaum,
1957). It is a standardized and quantified procedure for
measuring the connotations of any given concept for an
individual. It utilizes 7-point, bipolar rating scales,
and the rating scales themselves are based on an
extensive series of factor analytic studies which
revealed there major factors: evaluation, potency and
activity. By enabling experimenter to get ratings in
terms of these three dimensions, it offers an opportunity
to compare meanings of two different words for one
individual, or the meanings of the same words for a
number of people.
,,,C 5eiuanLic ul erencial tecnnique has been widely
used to explore cultural differences in the subjective
meanings of achievement. related concepts and has
provided rich data. Using the cross-cultural data from
16
the Atlas of Affective Meaning (Osgood, Mixon and May,
1975), Salili and Maehr (1975) compare the semantic
differential ratings of 40 words or concepts related to
achievement across four cultures: U.S., Japan, Iran and
Thailand. Factor loadings of the achievement concepts are
compared on the factors of evaluation, potency and
activity and cultural differences are found. For example,
courage is related to success in Thailand, Japan and
Iran, but not in the U.S. In addition, while punishment
is far from success and close to failure in *Iran and
Japan, it does not play an important role in the
definition of success in the U.S. and Thailand. In
another study, Maehr and Nicholls (1980) use the same set
of data and study Japan and Iran in greater detail. In
general, Japan emphasizes group achievement and
associates success with courage, cooperation and the
future. In Iran, success is defined in more competitive
terms, eg. courage, power, progress and education. With
these encouraging pioneer works, more sophisticated
analysis and synthesis of the data in the Atlas was
?resented in 1983 by Fyans, Salili, Maehr and Desai..All
30 language communities, including Hong Kong, are
:ompared. A cross-culturally generalizable achievement
motivation factor is found which stresses work,
1. The atlas is a summary of the meaning of over 600
concepts across 30-cultural/linguistic groups, with male
secondary school students as subjects.
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knowledge and freedom (and) plays down family, tradition
and interpersonal concern (Fyans et al, 1983, p.1110).
In addition, cultures that do not regard this factor
important, e.g. India and Romania have a more feminine
conception of success whereas those which accept the
factor as highly relevant endorse a more masculine
success conception.
These efforts are invaluable in setting the stage to
study different cultures in proper perspective with the
revelation of cultural differences in views of
achievement related concepts. However, the semantic
differential technique is inadequate to deal with
individual perceptions of success since personal meanings
are only recognized within publicly designated
dimensions. Osgood constructs his method as if each word
has a single unitary meaning arid excludes the possibility
of explaining the different meanings underlining a word.--.
He seems to assume not only that people will adhere to
the rule of 3 dimensions, but also that the substance
used to define these dimensions will adequately express
some aspects of the outlook of every person. To
interpret meaning differences solely in 'terms of the
evaluation-potency-activity trio is a bit simplistic and
may obscure some meaningful pattern from emerging. The
usefulness of this technique is therefore limited to the
level of group comparison and its feasibility to tap
personal meaning is questionable. The same applies to
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study using experimenter supplied questionnaire, eg. Dude
(1985) Steinkamp and Hebteyes (1985).
(2) The Antecedent-Conseuuent Method
This method is developed by Triandis, Kilty,
Shaumngam, Tanaka and Vassilion (1972) to study the
implicative relationships of concepts. They think it is
worthwhile to examine both the perceived consequents and
the perceived antecedents of a particular event/ concept
if the subjective culture of a group is to be
understood.
words associate with 20 chosen concepts, including
success, were first elicited from middle-class high-
school or college students from the U.S., Greece, India
and Japan. Based on the frequency counts of the elicited
response, "culture-common", "culture-unique" and hunch
concepts were selected to be used as responses in
multiple choice questions where, for each concept
studied, subjects choose the best of the five responses
to complete the sentences, "If there' is then
there is (a concept). and If there is (a
concept), then there is "All four cultures see
that ability, cooperation, courage, effort, patience,
planning, preparation and willpower are related to
success. Some cross-cultural differences are also shown..
The Americans and Japaneses show greater 'connection
between individual effort and success the GrPPkc Coe a
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relationship between persistence and success the
Indians, between effective social relationships and
success. The emphasis of the Indians on interpersonal
relationship is clear.
This original method may shed some light on global
conception of success. But this method in fact is more
likely to reveal different attribution of success rather
than the concept success per se. Moreover, the term
success is not properly delineated. Given this
ambiguity, we cannot be sure whether meaningful
antecedents and consequents are uncovered'for they would
be different simply..because subjects have different
categories of success in mind. If subject A regards
success as having high GPA and B regards peer approval
as a symbol of success, the antecedents and consequents
will naturally differ. Thus the focus is on conceptual
levels which fail to reveal the personal relevance of the
concept to particular individual.
(3) Interviews
Kaltenback and McClelland (1958) used open-ended
response interviews to-ask respondents in three small
towns in the U.S. who were generally regarded as most
successful in their town. Since the term success is not
defined for them, they had to supply their own criteria.
A second group of informants were then asked to rank
order the individuals named in the interviews in terms of
20
their perceived success and also to state their criteria
for the ranking. The meaning of success was then
established by correlating the ratings of success with
criteria that appeared in the content of the interviews
and/or was derived on the ground of theory.
Of the possible bases of perceived success (which
included income, education, occupation, community
services and occupational mobility), community services
was most highly correlated with perceive success in the
three towns.
Similar -criteria of success, e.g. wealth and
possession, occupational and educational status,
personality attribues, secure job and family of
procreation are also reported by Katz (1964) who explores
the meaning of success of adolescents with different
socio-economic background' by asking them the question:
What makes you say that he (somebody who has done well
for himself) has done well?. No significant class
difference in their conception is found. The adolescents
shared some similar views with the adults in Kaltenback
and McClelland's study. The adults seem to use• more
sophisticated criteria in making their judgement of
success.
Although both attempts appear to be successful in
uncovering community-based conception of success and the
objective correlates of perceived success, they did not
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deal with individual's perception of success as applied
to themselves. With these findings, we still. don't know
what is the private version of success. Using interview
in this way is likely to have tapped social desirable
views of success (Maehr and Nicholls, 1960). Even layman
knows that a person's view of what is desirable may not
reflect his personal ideas. Of course we are free to
change the wordings of interview questions to make them
reflective of personal ideas. Even so, interviews have
problems which will be discussed in the section on
repertory grid.
(4) Projective Technique
Knapp and Green (1964) used a creative method
to correlate the image of the nature of success with
personality. They develop the Success Metaphor Scales
which compare success to metaphors such as a rainbow, a
ladder to the sky, a castle of sand and a lonely
eminence. Factor analysis of the Scale yielded three
factors: namely chivalric, radiant' success illusory
success and capricious success. People who see success
in terms of the first factor have healthy personality.
People scoring high on the other two tend to be
melancholic, inwardly directed, neurotic and cvnical_
The best comment we can give this method is
interesting and imaginative. Unlike other methods
mentioned above, It aims at exploring the concept of
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success indirectly- In poetic-language. But it raises
more questions than It answers: what is symbolized by the,,
metaphors? What do people mean when they compare success
with a shining sword or a den of snakes? The metaphors
may convey a general impression of whether success is
cynically or positively viewed, but nothing more without
further investigations.
The methods mentioned thus far are inadequate for
the study of personal conception of success in-one way
or another. An alternative approach is proposed which
may remedy the inadequacies found in other methods. This
is the repertory grid technique.
(5) The Repertory Grid Technique
To probe into the subjective world of an
individual, a technique that combines some, of the
advantages of' projective technique and interview is
demanded. We are not considering semantic differential
technique here because we want to understand the
dimension of meaning in an individual's own term. Neither
do we consider the antecedent-consequent method because
it lacks a clear theoretical justification in equating
conceptions with antecedents and c'onsequents. Projective
techniques and interview, on the other hand, allow
subject the opportunity for spontaneous- and personal
response and have the potential to offer insight into
one's unique subj'e'ctive world. Their high degree of
flexibility avoids the problem of pre-determined
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dimensions or assumptions entailed by the former two
methods. Because of their freedom from rigid channelling
of the subject's response and the opportunity they offer
for revealing subjectively salient experience, interviews
and projective technique have a strong appeal.
Attractive as they are, they are likely to give user
grave difficulties. These relate to the interpretation of
the subject's response. Projective technique and
interviews tend to fall into two groups: those that have
a clear and relatively comprehensive system of
interpretation and those that have little in the way of
an interpretation system. Both types present their own
kind of difficulties. In the case of the former type,
interpretation typically rests upon far-fetched link
between particular aspects of response and their supposed
significance. This out-of-context interpretation may
result in arbitrary placing of unexpected response in
pre-determined category. If interpretation is left to the
interviewer, problem of subjectivity creeps in. The
interviewer is thrown back on his own resource without
the help of precise or quantifiable indices to deal with
the mass of raw material. The choice seems to be between
arbitrary imposition of meaning on the subject in the
interest of precision and quantifiability, and woolliness
or subjectivity of interpretation in the interest of
idiographic validity. Yet here, repertory grid technique
can offer a way out of the dilemma.
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The repertory grid technique (Kelly, 1955) is the
methodological component of personal construct theory,
(PCT) (Baeil, 1985 Thomas and Harri-Augstein, 1985).
It is a repertory grid because it seeks to disclose
the repertoire and the systematic properties of a
person's constructs, and it is a grid because the
method involves a matrix technique. A grid is usually
assembled with constructs arrayed down the rows and
events or elements along the columns of the matrix. The
elements are the particular universe of discourse under
investigation. They are usually elicited from the
respondents to ensure personal relevance. After the
element list is filled, constructs are elicited by the
triad method. The'interviewer picks out three elements
and asks the person to consider which two are alike and
then to say how they are similar and thereby different
from the third. The term that uses to unite two elements
is referred to as the emergent or explicit pole of the
construct, and, that which defines the third element in
the triad as the submerged or'implicit pole of the same
.construct. Using these two poles as end-points of a
scale, subject is required to rank-or rate all elements
on them. The same procedure is repeated until:the grid is
completed. The mapping. of the elements onto the
constructs produces a 2-dimensional grid of relatinn!hn_
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Since repertory grid consists essentially of a
sorting task, the results lend themselves. to group.*
statistics which have always been reserved for
populations of subject. The use of group statistics like
cluster analysis within the population of response of a
single person enables us to establish the meaningfulness
of the single grid in that it can be shown that a given
grid is not produced randomly. The pattern of association
within the responses throws light on the relationships
among the constructs and among the elements, as well as
these which hold between particular elements and
constructs. The individual's phenomenological world can
be studied in detail. It should be noted that a basic
assumption underlying the technique is that the
psychological relationships between any two constructs
are reflected in the statistical association between them
(Kelly, 1955 Bannister and Fransella, 1977).
The. repertory grid is similar to projective
technique and open-ended interview in one important way:
granting subjects the freedom to state their experience
or vi ewpo i rlt i n their own. terms 'and thus making possible
.an extensive and sensitive examination of their
phenomenological world. But repertory grid technique
differs from the other two in another major aspect: data
yielded in a grid is 'hard' and subjected to more
vigorous statistical, analysis. Though making proper sense
of the results will depend on the judgement and
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imaginativeness of the researcher, the nature of the data
helps prevent the technique from being just arbitrarily.
manipulated by the investigator.
This technique has been used to study a wide range
of phenomena, e.g. work motivator (Stewart, Stewart and
Fonda, 1979) types of punishment (McCoy and Kvan,1979)
and meaning of alcoholism (Hoy, 1973). Its flexibility
derives from the fact that the repertory grid is not a
test, but a technique (Bannister and Mair,- 1968
Fransalla and Bannister, 1977) and the selection of the
form and content is dependent on the particular problem
to study.
It has been used to study conception of achievement
of local secondary school students (Lee, 1984). Of the
nine students interviewed, most listed friendship as
attained success. In contrast, family relationship is not
frequently mentioned. Good personality and conduct, game
skills and ability to engage in philosophical thoughts
are also conceived as.success. Since all. these instances
are produced-by subjects as their own idea of success,
their validity is higher than those supplied by
experimenters. In fact, some unexpected findings were
revealed: we seldom realize the ability to think
philosophically is so important in student's. eyes. For
adult learners, individual success, e.g. attainment in
job, is as important as socially oriented achievement
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such as family prosperity (Chan, 1986). The different
.perception related to differennL age and life situation is
lucidly shown. When the constructs used by adult learners
are examined, the dimensions of attribution and outcome
orientation stand out. This provides valuable information
on the cognitive aspects of success appraisal which few
other tests can provide.
The repertory grid technique is therefore chosen in
this study for the richness of data it yields. It not
only informs us what success is in subject's eyes, but
also how they make sense of their success. In addition,
its flexibility enables us to design a grid form that is
most suitable to the target group under study. In a word,
the merit of grid technique lies in its potential to
produce hard data with a soft approach (Shaw, 1980).
Luc. ess Appraisal
The question we raise here is:- What kind of
information is used to evaluate whether one's performance
or experience is a success. or not? The answer to this
question may provide us some idea of what would appear in
our subject's response., Our experience tells us various
sources of information are used in making this appraisal,
including the nature of task being done, environmental
factors, personal effort or ability, our standard of
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success and objective performance level etc. To
systematize these pieces of information used in the
appraisal process, they are classified into three
categories in the following section: task standard, goals
and attributions.
(1) Task Standard
There are some tasks in which completion by itself
indicates success. Such tasks tend to be self-contained
and provide immediate feedback when they are finished.
Example of such tasks. include the completion of crossword
puzzle, writing computer program or repairing automobile
engine in which the outcomes provide feedback that the
effort pays.
A second type of task in this category comprises of
those for which there are definite universally accepted
external standard of performance. For example, most
people would consider being the best candidate in a
public examination a success. Success in this type of
task is likely to produce a high level.of consensus that
the performance is successful and individual's objective
level of success is likely to'overlap with subjective
assessment of success.
High degree of task involvement may also produce
feeling of success. In an analysis of play behaviour in
adult, Csikszentmihalyi(1975) reports that people find
great engrossment and feeling of "flow". Such feeling is
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usually related to the intrinsic qualities of the task-
tasks which involve constant challenge in which there is
no time to worry about what would happen next in which
people feel they can make full use of their ability and
skill and in which clear feedback about results is
supplied. The importance of intrinsic reward is supported
by experimental findings. Research found that introducing
an outside evaluation or reward for performing a task
decreases subsequent interest in the task (Dollinger and
Tholen, 1978 Lepper and Green, 1975 Levine, 1983).
Interest in a task'is based on its intrinsic qualities.
For tasks that are intrinsically attractive, success may
derive from-doing the task itself without tangible reward
or external evaluation.
(2) Goals
In many instances performance assessments are based
on comparing objective levels of performance against
personal goals or standards. When a performance meets a
goal, it would be regarded as successful. Maehr (1984)
clearly expresses this when.he asserts: A performance
..outcome, or any information that is perceived as
indicating that we are becoming what we want to become,
is readily defined as success (p.123). Information to
the contrary eventuates in perception of failure.
We can broadly classify goals into two major
categories: immediate goal for a specific task and
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general goal guiding individual to make plans. As a
matter of fact, in most cases, people seem to be quite
non-goal oriented arid are driven by contextual demands.
But though individuals spend little time thinking about
goals, they do operate in terms of what a given situation
yield for them and may relate this to their goals (Maehr,
1984).
Goals for a particular performance is immediate in
nature and can be made in specific terms. Such goals are
usually made with reference to estimate of ability,
assessments of the difficulty of task, expectation based
on past experiences, and the relationship of the present
performance to longer range goals (Heckhausen, 1967
McClellaiicl, 1961). Most researches on goal setting
behaviour have focused on the effect of goals on
performance and ignored the effect of goals on
assessments. of performance. However, work in several
areas points to the importance of including immediate
task goal in conceptualizing how people made success-
failure judgements. One of the most relevant areas is the
research on the relationship between self-esteem and
performance a-bsessment. People with high self-esteem
evaluate their performance more highly than those with
low self-esteem, even though their objective .level of
performance are similar (Diggory, 1966 Shrauger and
Terbovic, 1976). This difference cannot be attributed to
low levels of performance expectancies of high self-
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esteem people because they tend to have higher
expectancies than low self-esteem people (Digyory, 1966).
One possible reason is that high self-esteem people have
more realistic desired level of performance whereas low
self-esteem individuals have much higher desired level.
This discrepancy between desired task goal and actual
performance affects one's subjective assessment of
success (Jucknat, 1937 cited in Heckhausen, 1967). The
momentary goal in task level contributes to our appraisal
of performance.
The importance of personal goals has long received
attention from psychologists. Maehr (1984) states that
the need theories of human motivation, e.g. the theory
of Murray (1938), McClelland et. al.(1953), Atkinson
(1958) have- suggested a wide range of- needs. These
needs, according to him, can be thought of as goals. He
proposes a new taxonomy of goals comprising of four broad
categories: task, ego, social solidarity and extrinsic
reward goals.
Task goals refer to feeling of being very involved
in a task as described by Csikszentmihalyi (1975) and the
intention to enhance one's competence (Harter, 1982). Ego
goals are socially competitive in nature. It is the
intention to do better than some socially defined
standard, to beat someone and being the best. Social
solidarity goals.. are related to pleasing significant
32
others and putting one's best foot forward in interacting
with others. Another way to express this is to gain
social approval. Extrinsic rewards are associated with
earning money, a prize or other reward not'inherent in
the performance of the task itself. A comprehensive
understanding of achievement must consider the role of
external reward (Deci, 1975, 1980). When people have any
of these goals fulfilled, they get what they treasure and
experience success.
There is some empirical support of this goal
taxonomy. Jenkins (1979) asked students to define the
things that a successful life would contain for them.
The most often mentioned success criteria fell into four
categories: goals concerning having a good or a
pleasurable job goals stressing personal satisfaction
goals dealing with people such as getting married,
having people like you, having children and contributing
to humanity and goals relating to money. Parsons and
Goff (1978, cited in Frieze et. al., 1983) asked college-
age subjects to state in their own words what would have
to happen in their lives for them to feel their lives
were successful. Similar categories of, responses are
found. The similarity between spontaneous elicited and
researcher-defined goal categories is clear. and the
validity of the taxonomy is reinforced.
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Among the four goals, ego goal is perpahs most
related to success appraisal. In cross-cultural study of
achievement, though much variation has been found, there
does seem to have some common themes in defining success
across culture (Fyans et.al., 1983 Triandis, 1972
Willig, Harnisch, Hill and Maehr, 1983). In all, there
appears to be a universally-recognized achievement ethic.
School and work are important components of this ethic
and success depends on initiative, high ability and a
competitive spirit,. Moreover those who participate in
this achievement ethic are distancing themselves from
family and interpersonal ties (Fyans et al., 1983,
p.1011).
This cultural ethos also finds its expression in
school. Typically, success in school is associated with
hard work and high ability (Nicholls, 1976 Covington and
Omelich, 1979a, 1979b Duda, 1985). Though both positive
self-evaluation and teacher praise are greatest when
success follows effort, perception. of ability enhances
positive affect. Consequently, students prefer to be seen
as both able and motivated. One can say that school plays
an imporLaiit role in socializing competitive success
values in children-(McClintock, 1978 Nicholls, 1979
Suls and Sanders, 1979 Maehr, 1984). This emphasis on
competitive criteria is inevitable when'the process of
social comparison in school is taken into cbnsideration.
One vivid case is that the meaning of examination score
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Is derived from the relative placement of scores in the
overall dist.r.ibution of examination scores. It has been
argued that the classroom environment is ideally suited
to elicci.t: social comparison behaviour. The cognitive
uncertainty generated in classroom, a strong evaluative
atmosphere resulting from a performance'-oriented reward
system, perceived teacher concern with achievement and
potential pressure to perform well produce a need to
evaluate and to beat others (Pepitone, 1972 Social
comparison is so ubiquitous in school that a great deal
of comparison occurs even in education environment
explicitly designed to minimize competition (Crockenberg
and Bryant, 1978).
The consequence of this emphasis is obvious. Success
is typically seen in competitive terms as doing better
than other students (McClintock, 1978). When students are
asked to rate how successful they would feel under
various conditions, doing better than everyone is rated
highest, followed by personal criteria and performance
in relation to other's expectation (Frieze et.al.,1983).
The undue emphasis of school on ego goal has
detrimental effects on students. Those who do not ascribe
to this norm may feel. being left-out. Even though they
find satisfaction in other. dorrcains, they will riot
consider their achieverLient a success. Nicholls (1979) has-
discussed problems that can arise when .there is
discrepancy between student and social values.
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The tendency to appraise performance in competitive
term does not necessarily reflect the type of success
that are most valued or most meaningful to students.
Studies of student values, using the Rokoach Value
Survey (RVS) (Rokoach, 1973) which conceptualize values
as something that are personally or socially preferable,
found that university students in Israel, Australia,
Germany, America, Canada and Hong Kong alike regard
happiness, freedom as the most significant goals in
life and attach little significance to pleasure and
social recognition. Concerning desirable modes of
behaviour, those that are morally-toned, e.g. being
responsible are as important as those emphasizing
competence, e.g. being broad-minded (Feather, 1975
Lau, 1985 Moore, 1976 Rokoach, 1973). For secondary
students, the most preferred goals are true friendship
and freedom and the desirable instrumental values are
being capable and cheerful (Wong and Lau, 1986). Ego-
goals or competitive items are not as important as one
may infer from school's emphasis on competitive success.
Studies on students' own perception of success
further reinforce the belief that success is not
necessarily perceived in competitive terms or that
academic success is the most salient goal. In a local
repertory grid study using nine high school students as
subjects, societal values-- friendship is perceived to
be the most important success that they have experienced,
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followed by lone accomplishment, good personality and
conduct and competitive game skills. For things they
would like to be successful, success In career is much
more thought about than success in study. For adults,
interpersonal relationship including friendship and
family life is as much preferred as 'good academic
performance (Lee, 1984). Similar preferences are found in
American adolescents whose goals include extrinsic
rewards, e.g. wealth and possession ego goals, e.g.
occupational and educational status as well ..as more
intrinsic targets such as personality attribute and
family of procreation (Katz, 1964). Students in Virgin
Islands associated success with being modern, attractive
and nurturing. Behaviour related to school and education
are associated with satisfying family expectation
(Steinkamp and Habteyes, 1985).
To reiterate, we can say that a diverse array of
instances are regarded as success in adolescents' eyes
and this should be studied carefully if we really want to
understand our students.
(3) Attribution of outcome
Recalling Maehr and Nicholls (1980) suggest
outcomes are experienced as success or failure depending
on the -perceived reasons for those outcomes. (p.228),
attribution is one major criterion of success judgement.
If a goal is attained because of luck or accident, this
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would hardly be conceived as. a success. How one
attributes the completion of a task is important.
Weiner's studies (1979, 1984) show that a wide variety of
emotions occur as a result of achievement-oriented
behaviour. Some emotions, e.g. pride, being relaxed,
shame, guilt are stronger for internally attributed
outcomes, but others such as surprise, anger and-
gratitude are more related to external attribution. In
line with the logic of Weiner's finding, Maehr (1974)
states attribution affects our success judgement. A
person does not call his task a success unless the
outcome can be attributed to internal, controllable
factors. Maehr and Nicholls (1980) further elaborate this
idea and maintain that outcomes are most clearly
experienced as success or failure when attributed to
effort and ability and are less perceived as success and
failure when attributed to luck or task difficulty. This
implies that success and failure are psychological
reaction to.outcome, not the objective outcome itself.
However, the experience of success and failure is not
necessarily mediated by effort and ability attribution
alone. Cross-cultural studies reported that patience (in
Greece and Japan), tact and unity (in India) are also
perceived as major cause of success (Triandis et al.,
1972). Nor does this mean that attributions must be made
before success appraisal takes place. The major point is
more and more evidence is pointing to the importance of
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attribution in our thinking of achievement (Wong and
Weiner, 1981 Weiner, 1985). People spontaneously
construe success in terms of attribution dimension (Chan,
1986). Thus it is legitimate to say that attribution-like
processing is important- in making a success evaluation.
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(B) PERSONAL CONSTRUCT THEORY
Personal Construct Theory (PCT) is first introduced
by G.A. Kelly in 1955 in his two-volume book titled The
Psychology of Personal Constructs. In it an image of man
that is foreign to the then prevailing psychoanalytic and
behavioristic paradigm is postulated. Man is viewed as an.
active scientist and meaning maker comphrehending his
world by a system of constructs. This image of man and
his functioning are fully explained in his elaborated
theory with a fundemental postulate and eleven
corollaries. A number of techniques of investigation and
measurment, e.g. the repertory grid used in this
research, which are closely tied to many of the
assumptions in the theory, has also developed. PCT is
therefore characterized as comprehensive, humanistic and
reflexive (Carroll and Carroll, 1981). A brief summary
of this theory with its implication to research and some
general comments are presented in the following.
The Philisophical Foundation of PCT
Kelly (1955) begins his writing with a basic
philosophical assertion out of which stems the whole
theorectical structure of his position. This assumption,
called constructive alternativism, essentially states
that It the events we face today are subject to as a great
variety of constructions as our wits will enable us to
contrieve... It does remind us that all our present
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perceptions are open to question and reconsiderations,
and it also broadly suggests that even the most obvious
occurrences of everyday life might appear utterly
transformed if we were inventive enough to construe them
differently (Kelly, 1970a, p.1).
Although there is a real world external to our
perceptions of it, the way we, as individuals, come to
know the world is by placing our own interpretation on
it. The world does not automatically and directly reveal
itself to us. We must form a relationship with it and
through this relationship we gain the •knowledge that
enables us to progress. We are responsible for the type
of knowledge we have of the world. Kelly characterized
this as epistemological responsibility (Kelly, 1970a).
Another reason for adopting this active approach to
knowledge is the fact that the world itself is in
progress. It is continually changing so that an
adequate understanding of the world requires a continual-
re-interpretation of it. One more assumption about the
world is that knowledge of the world is unitary. It is
believed that in the far.distant future we will know what
things are really like. At the present time, however, it
may be a much better'strategy to entertain a number of
different interpretations in order to see what advantages
each one might be able to demonstrate. This
philosophical position emphasizes the interpretation of
events instead of collecting. facts piece by piece. It is
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the process of interpretation and reinterpretation which
helps us approximate the reality of the world.
In. this process of construction and reconstruction,
the person tries actively to make sense of his world by
means of personal versions of reality which are called
personal constructs. Since personal construct is the
central unit of analysis in PCT, the theory is introduced
with it as the point of focus.
Personal Construct: Basic Characteristics
Included here is the fundemental postulate plus two
corollaries which contain the defining attributes of the
basic system of constructs and is the bedrock upon which
the total theory rests.
They are stated in the following ways:
Fundemental Postulate: A person's processes are
psychologically channelized by the ways in which he
anticipates events (Kelly, 1955, p..46).
Construction Corollary:A person anticipates events by
construing their replications (Kelly,1955,p.50).
Dichotomy Corollary: A person's construction system is
composed of a finite number of dichotomous constructs
(Kelly, 195.5, p.59).
The fundemental postulate is a statement of the
givens to start from in order to understand the nature of
persons from a PCT point of view. First the person is to
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be understood as an organized whole. He cannot be
examined in parts such as memory, perception, learning
etc., nor can the person be seen simply as a part of .a
social group. Rather the person is recognised in his own
right as the focus of study, an individual to be
understood in his own terms. The unit of analysis is the
personal construct and the person is approached as
if he were structured psychologically as' a system of
personal constructs. In order to understand 'him, the
meaning dimensions he imposes upon the world to make it
interpretable must be understood.
The meaning dimensions are regulated- they form a
pattern, and are psychologically channelized by means of
a network of pathway. This network is presumed to be
flexible and modifiable, but it is also structured and
limited by definite parameters. The person is thus an
imaginative and yet limited system of constructs and is
by no means a nebulous conglomerate of constructs.
These channels are means to the end of anticipation
of events. They facilitate the better understanding of
future events (Bannister and Mair, 1968, p.13). For
example, when the construct introvert-extrovert. is used
to order certain people, we don't simply catagorize A as
introvert and B as. extrovert, but think that A will be an
introvert in future occurrence and related behaviour such
as blushing in front of strangers, sitting quietly in a
party will be associated with this construct.
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By emphasizing anticipation as a reason for
construing, Kelly has freed his theory from the stimulus-
response and drive theories of personality and at the
same time builds into the theory motivational features.
By assuming that man is born alive and struggling, Kelly
avoided the need for drive to push or stimuli to pull
a person into action. Anticipation itself is both the
push and pull of human being (Kelly, 1955, p.49). Man
is no longer inert till motivated, but is, by
definition, active. Man's active nature is clearly
expressed in his primary metaphor: man-the-scientist. By
this, Kelly means that the person, like the scientists,
is continually classifying, catagorizing, theorizing and
anticipating in the hope of understanding his experience
better. Kelly perhaps chose 'the scientist' as an
explicit metaphor for man because in our time the
scientist is par excellence the person who has elaborated
the act of asking penetrating questions... and questions
of astonishing beauty and power (Mair, 1977. n.284)_-
in sum, the fundemental postulate states what man
is like and what he is in business for.
«C tmpna5is o the construction corollary is
pa-Iced on theperson's active anticipation of events
themselves. The events of life are not identical. It is
the task of the individual to constantly seek out the
repetitive themes in the flow of new events. nt- 4:3 yr-4-
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new events may only be dimly perceived. There is then a
search for some similarity to other known events which..
can help to establish a repetitive theme that can in turn
be contrasted with some other events. This process is
described as "construing a replication". The person is
using what he has to tentatively explain something new.
It is this groping with uncertainty that makes PCT a
theory of the unknown (Kelly, 1977). For example, a woman
may, because of her past relationship with man, see them
as having definite opinions. Then she meets a new male
friend and he'll be anticipated to be a person who is
likely to have definite opinions. By abstracting and
seeing replications, the woman places meaning onto her
relationships with man.
The dichotomy corollary illustrates a central
characteristic of construct: they are bipolar,i.e. having
two poles that are dichotomous. The relationship between-,
the two poles is that ofa contrast.. But the contrast
does not need to be dictionary opposite. For example,
the concept of lightness would make little sense without
its companion- darkness. Although we don't consciously
think much about darkness while appreciating lightness ,
there must be a negation of lightness. Without this
negation, lightness would have no meaning.
The very essence of the idea of dichotomy is the
conception of the quality of things (Epting,1984). In
PCT the position is taken that there are different
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qualitative distinctions that can be made. For example,
one thinks a certain person is kind. The complement of
this quality is its contrast, e.g. cruelty, which serves
to complete the meaning of this concept. But for another
person, the opposite of kindness may mean uncaring. To
know what kindness means, one has to grasp its contrast.
The dichotomy corollary should be carefully
interpreted to. avoid making a construct catagorical.
Kelly reminds us that constructs are imposed on events
they don't represent the nature of anything. A person
may be construed as kind in his family but uncaring in
his office. So while the kind versus uncaring dimension
is quite absolute, people placed on this dimension are
relative to one another. In this way, constructs are
reference axes used to locate life events (Landfield and
Leitner, 1979).
The bipolarity is crucial Lo the design of
repertory grid. By allocating each element on the
constructs, a matrix of the pattern of interrelationships
between constructs is formed and can be subjected to
statistical analysis. If constructs are unipolar,
elements can only be said to belong to this or that class
/category and relationship between such constructs'
cannot be examined except in terms of overlap. This
characteristic. also necessitates the use of three
elements as the minimum context to elicit. a construct
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since a construct is obtained by differentiating two or
more alike from the difference. Moreover, it is
essential to ask a respondent to state both poles of a
construct if it is to be properly understood.
Organisational Structure of Construct System
Just as constructs are seen as bipolar, they must
be understood as inter-related. Included in this section
are those corollaries that describe the structure of
personal construct systems. These corollaries are as
follows:
Organisation Corollary: Each person characteristically
evolves, for his convenience in anticipating events,
a construction system embracing ordinal relationship
between constructs (Kelly, 1955, p.56).
Range Corollary: A construct is convenient for the
anticipation of a finite range of events only-
(Kelly, 1955, p.68).
Modulation Corollary: The validation in a person's
construction system is limited by the permeability of
the constructs within whose ranges of convenience the
variants lie (Kelly, 1955, p.77).
Fragmentation Corollary: A person may successively
employ a variety of construction subsystems.which are
inferentially Incompatible with each other (Kelly,
1955, p.83).
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From these corollaries one'begins to see the notion
of construct system that is the personality structure of,
the individual.
The first concern is expressed in the organisation
corollary: a hierarchical arrangement of constructs
exists. An ordinal relationship exists among constructs.
Some constructs are more superordinate while others are
subordinate. A superordinate construct is one which
includes another as one of the elements in context
(Kelly, 1955, p.532). A subordinate construct is one
which is included as an" element in the context of
another" (Kelly, 1955, p.532). For, example, the
construct good-bad may subsume the diligent-lazy
dimension so that anyone who is diligent is also regarded
as good. In this case, good is a superordinate
construct and diligent a subordinate one.
Superordinate constructs are usually more abstract and
important for the construction of experience and a changE
in it would have significant impact.
The way in. which a superordinate construct subsumes
its elements can occur in a number of different ways.
For one person Intro.vert may be related to "insecure"
and shy. For yet another', the superordinate concern of
introvert might include snobby and st'uck up. To
acquire a more comprehensive understanding of.a person,
his system of constructs must be elicited. Hence a
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series of constructs is elicited in a repertory grid
before any analysis is done.
The range corollary addresses the question of how
many events or what types of events can a construct or
construct system deal with effectively. In other words,
a..construct does not apply to everything. Constructs
have, a range of convenience which is the scope of a
construct's relevance. Those events which fall outside
the range of convenience of both poles of a construct are
irrelevant for that construct. These events for which
the construct can deal with superbly define the
construct's focus of- convenience. The focus of
convenience of a construct like Happy--sad may be in
certain interpersonal relationships. It may apply,
although not as well, to a person's understanding of
pets. The chair in which we sit is probably outside the
range of this construct.
This corollary lays the ground for a prime rule for
grid elicitation. For a person to complete a grid, all
elements must be within the range of convenience of the
particular set of constructs. Otherwise we are inviting
him to commit a nonsense. It also points to the limit of
a particular grid. The constructs used in construing
success cannot be taken to represent the whole spectrum
of constructs he construes other life events and
interpretation of grid results must take this into
accouzit.
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What, then, determines the range of a construct?
The permeability of the construct. Permeability refers
to a construct's adaptability to incorporate new events.
If*a construct is permeable it will allow new information
to enter so that change in construct system can take
place. An impermeable system does not allow new material
in, and therefore allowing it to be missed. This has
implications for the person's dealing with the outside
world in that it makes the world less understandable.
This is because the world will continue to change and
that the person will recognize it as having changed, but
the reason for that change will appear mysterious.
Permeability is therefore a necessary condition of
cognitive develupmenL (Adams-Webber, 1970).
Within the dimension of structure the introduction
of the fragmentation corollary means that we are not
dealing with a kind of consistency theory. People may
engage in seemingly inconsistent behaviours because they
possibly are subsumed under a superordinate construct.
Incompatibilities at one level of the personal construct
system may be compatible at a higher level of personal
theory. The vandalising behaviour in school and orderly
manner at home may reflect a student's superordinate
concern to attract. attention. In sum, the total
structure is maintained in a loose manner that holds the
person together psychologically. We don't have to have
very tight construct system to survive.
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The concern with the relationships among constructs
has led investigators (e.g. Adams-Webber, 1969.,
Bannister, 1960 Bieri et al., 1969, Landfield, 1977
Menasco and Curry, ].978) to study the structural
properties of constructs such as the amount of
differentiation (how many different constructs does a
person use?) and the extent of integration (how much are
the different constructs interrelated?). The two most
commonly used measures of total structure come from the
matching score and the correlation coefficient. Bieri
and his colleagues used the former to measure cognitive
complexity which is defined as the capacity to construe
social behaviour in a multi-dimensional way (Bieri
et al., 1966, p.185). To Llie extent that an individual's
thinking is simple his constructs will be highly related
and so producing a high index of construct matching.
Similarly Bannister's index of intensity (1960) computes
the tightness-looseness of the constructs by summing the
squared correlations between all pairs of constructs and
then multiply' the, total by 100. With the advent of
principal component analysis of grid (Slater, 1977), the
percentage variance accounter for by the first few
principal components is also used to signify whether the
elements are construed in a simplistic or complex
Manner. In a simple structure a high proportion of the
variance will be' accounted for by the. principal
components, and this enables it to be a measure of
structural siiniplicity-complexity.
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The complexity of the construal of "success "is
also of interest in this study. If the structuring of
construct relationship is the price men pay to escape
inner chaos (Kelly, 1955, p.58), we want to find out
what price students have paid to comprehend their
success. Past researchers (Adams-Webber, 1969 Bieri,.
1955) showed that cognitive complex individuals are more
accurate to infer the personal constructs of others and
hence to predict their behaviour more accurately. They
are also more able to expand their cognitive system to
accommodate additional information (Scott,1962). The
relationship between complexity of success construal and
other variables is not known. But given the greater
flexibility of the cognitively complex individuals, it is
suspected that they would be easier to appreciate and
experience success for their willingness to see the same
thing in more various ways.
Change of Construct System
The two corollaries in this section are central to
the issue of change. For the person who is seen as
constantly "in process", it is essential to understand
the direction-In which he moves. These corollaries are
stated in the following ways:
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Choice Corollary: A person.chooses for himself that
alternative in a dichotomized construct through which
he anticipates the greater possibility for extension
and definition of his system (Kelly, 1955, p.64).
Experience Corollary: A person's construction system
varies as he successively construes the replication of
events (Kelly, 1955, p.72).
The main focus of choice corollary is on the
directionality of change. In this theory the person is
seen as always having to make choices. When he chooses,
he is confronted by a series. of dichotomous rival
hypotheses that are channelled by a construct. Men tend
to place greater value on the alternatives which seem to
offer him more detailed knowledge of the matter
(definition) or to provide him more comprehensive view of
the situation (extension), i.e. the choice is made in the
direction of providing the greater possibility for
developing his construct system.
The change is structured by the form of the bipolar
constructs. Viewed in this way, constructs are controls
on a person's outlook and behaviour. This is
illustrated by Socrates' death (Kelly, 1961). The choice
for him was between renouncing all his teaching or
drinking the hamlock to end his physical life.. Socrates
chose to drink the hamlock to continue his spiritual
life. The choice..is taken in the direction of where the
person sees his greatest -possibilities to increase
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meaning in his individual terms. This sentinment is
reflected in the following statement: Men change things
by changing themselves first" (Kelly, 1970, p.16).
The other aspect of change is portrayed in the
experience corollary. The fundemental postulate argues
that man is concerned with the anticipation of events,
changes in a construct system occur in response to the
validation or -invalidation of a construct's predictive
efficacy. Validation is the compatibility (subjectively
defined) between an individual's expectations and the
outcome as he observes it. Invalidation is the
perveived incompatibility between prediction and outcome.
The idea is that both validation and invalidation may
lead to reconstruction as long as constructive revision
takes place. If not, a person with 10 years of
experience hacl really only one year of experience
repeated ten times.
Individual Differences and Interpersonal Relations
This part deals with the nature of the
relationships that exists among people. The nature of
the social process is to be approached in terms of how
one goes about gaining a truly psychological
understanding of social relationships. These c•orollaries
are as follows:
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Individual Corollary: Persons differ from each other
in their construction of events (Kelly, 1955 p.55).
Commonality Corollary: To the extent that one person
employs a construction of experience which is similar
to that employed by another, his processes are
psychologically similar to those of the other person
(Kelly, 1970, p.20).
Sociality Corollary: To the extent that one person
construes the construction processes of another, he
may play a role in a social process involving the
other person (Kelly, 1955, p.95).
The thesis presented in the individuality corollary
is that each person has aspects of his construct system
that are not identical with those of any other person.
In addition to these differences among people in the
content of their construct dimensions, there are
differences in. the ways these constructs. are combined
into a system of constructs. The uniqueness of
individual is emphasized.
In contrast with this individual corollary is the
commonality corollary, which states the basis for
psychological similarity among people. The similarity of
concern is tile '*construct system rather than that of the
events with which the people deal.
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Commonality even goes beyond construct similarity.
For two people to be considered psychologically similar-
they must not only be able to predict the same thing on
the basis of similar construct dimensions, but they must
also be similar in the ways in which the predictions are
produced. A study by Fransella and Bannister (1967)
illustrates this point. They found that both Labour
Party and Conservative Party supporters saw a positive
relationship between the constructs "proud of being
British" and "likely to vote Conservative". Following
through how they arrive at this prediction, it was found
that the Labour Party supporters' proud of being
British" are related positively to prejudiced while for
conservative the two are negatively related. It not only
matters that people might use different pathways in their
construct system to arrive at prediction, but that they
reach the same conclusion with different pathways.
conclusions are reached, as well as reaching the same
conclusion.
The sociality corollary reaches beyond the question
of commonality to the issue of interpersonal
relationship: how people relate to one another. To
establish a role relationship with another person, an
individual is required not only to construe the- behaviour
of the other but attempts to continue to construe the way
the other person is experiencing his own world. it
focuses on the process whereby one person attempts to
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construe the construction process of another person. A
psychological definition of "role" is given. .Within this
orientation to interpersonal relationship, what we do in
relation to others is based on our understanding of what
the other person is construing. It is believed that such
a role relationship creates a more compassionate
relationship with others. It must be added that it does
not need to have a high degree of accuracy of the other's
construction process for a person to play a role in
another's life. The point is he does it.
The Implication of PCT to Educational Research
The sociality corollary has significant implication
to educational. research because it sensitizes us to the
point that role relationship is the cornerstone for
building the teacher-student relationship. In order .to
understand his student, a teacher must be able to
establish a role relationship with his students. The
teacher should understand the student through an active
attempt to subsume the construction processes of the
student. The student might return the compliment and
construe the construction of the teacher at the same
time.' In this way, a more satisfying relationship can be
built.
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This is consistent with Kelly's idea of what
education should be. 'For education to'be a joint venture„
between teacher and student, it is essential that each
has some awareness of the other's viewpoints (Salmon and
Bannister, 1974). He advised that to become a fully
accredited participant in the experimental enterprise she
must gain some sense of what is being seen through the
child's eyes (Kelly, 1970b, p.262).
However, as we have shown in the part on subject's
perception of'success, it is easy for us to assume we
know more than we actually do. This causes unnecessary
strains in communication and other problems. A study of
how students construe books illustrates how assumptions,
often hidden from both teachers and students, give rise
to conflicting priorities, negative feelings and
communication blocks. One polytechnic lecturer
construes his- own learning experience from books as to
reflect on something," "to clarify my own thoughts,
involves self-evaluation and elicitation of own view.
Yet another grid which explored his own values in
assigning learning experiences for his students showed
that to answer factual questions, to instruct how to
do something", "involves practical work and to instruct
on expert knowledge represented what he expected them to
learn from his recommeded reading lists. In the same
study, students' grids showed an overwhelmingly dislike
for 'practical", "work-oriented" and factual learning
task set by their tutor (Thomas and Harri-Augstein, 1978).
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In another study comparing the determinants of
readability of teachers and students, it is found that
teachers' concern for syntactical and grammatical factors
is in sharp contrast to students' concern for excitment
and good plot. Subsequent studies showed that provided
students' own readability criteria were met, they could
read more effectively than when reading books considered
good by their teachers (Thomas and Harri-Augstein,1972).
Rosie (1979) described a study which 'highlights
differences between the school's official contructs
held by school children. For example, the official
contruct learning to work on your own is perceived by
the child as discovering that teachers don't know
everything.
Divergence in teacher's and student's view is not
unexpected. But the power structure in teacher-student
relationship makes teachers the authority and their views
the taken-for-granted ones. Student's ideas are seldom.
studied with an open mind. Neither- do we bother to
listen to what students really want to say. This
inadequate understanding results in, -communication
difficulties between teachers and students.
The need to uriclersLaiid personal perspective also
has implications in the issue of student motivation.
Kelly maintains .that people act when the event is
meaningful and worth spending effort on in their
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construct system. To motivate a person, his goals and
needs should be understood in his own terms and be
communicated to the people who spur him to action. He
explains that if a child is motivated, it implies that
his needs are in line with the purposes of the teacher.
Motivation is, therefore, the result of personal
involvement and the recognition of personally important
purposes.
Kelly's view of the importance of personal
perspective is shared by other researchers, e.g. Blumer
(1966), Morris (1972), Postman and Weingartner (1971).
But few are as explicit as him in incorporating a view of
human nature in their theory. His emphasis on the person
as meaning maker elevates the person to be the central
focus of inquiry. This concern lays the foundation for
the development of the repertory grid technique which
provides an opportunity for subjects to elaborate on
personal meanings of events.
Kelly acknowledged that many of his views were
similar to the humanistic approach to psychology.
However he did not approve the humanistic approach to
abandon technology altogether in order not to dehumanize
psychological research. He thought that humanistic
psychology should devise appropriate technologies to
achieve its humane intention. His methodology represents
an attempt to integrate humanistic and scientific
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psychology (Bonarius, 1965). The repertory grid
incorporates the idea of an active human being,
idiosyncratic views of individuals and equal status of
subjects and experimenters.
In sum, conducting research in PCT line must have
people's perspective at the forefront of the research.
Some Comments on PCT
One important feature of PCT is that the
philosophical assumptions and views of human nature are
explicitly stated. Theories with a less coherent
assumption and philosophical bases may require a great
deal of experimentation simply to disentangle their
unstated assumption.
The coherent nature of the theory is also reflected
ire the fact that most' major. points in the theory
concerning the nature of coritructs are explicitly built
into the measurement method. The idea that constructs
are personal, bipolar abstractions with limited ranges of
conveniences, used to structure aspects of a person's
world are acknowledged in the procedure for eliciting
constructs from the person being tested. The importance
of exploring and understanding a person's system of
contructs, rather than single isolated dimensions, is
acknowledged by requiring the elicitation of a number of
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contructs and by providing statistical techniques to
assess association between the contructs.
What kind of theory is PCT? Kelly commented on
answers which have been given to this question. Some
have suggested that PCT not be called a psychological
theory at all, but a metatheory... There is also the
question of whether or not it is a cognitive theory.
Some have said it was others have classed it
existential.'.. PCT has also been categorized as an
emotional theory, a learning theory, a psychoanalytic
theory (Freudian, Adlerian and Jungian- all. three), a
typically American theory, a Marxist theory, a humanistic
theory, a logical positivistic theory, a Zen-Buddhistic
theory, a pragmatic theory, a reflexive theory and no
theory at all (Kelly, 1970a, p.8). To add more colours
to the picture, Holland (1970, 1977) classified Kelly as
a reluctant existentialist and Skelton-Robinson (1973)
said it's a nasty liberal theory. But the most popular
classification of it is a cognitive theory (Bruner, 1956
Mehrabian, 1968 Pervin, 1970 Rogers, 1956 Southwell
and Merbaurn, 1971 Hjelle and Zieglar, 1981).
The fact that different people see PCT as being
essentially similar to so many different and even
incompatible viewpoints may derive from its novelty as a
psychological theory and from the difficulties
psychologists have experienced in subsuming it adequately
within. preexisLiiig framework (Bannister and Mair, 1968).
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Its perceived similarities to so many different
orientations results mainly from the characteristic that
it is stated in high level of abstraction so as to avoid,
as far as possible, the limitations of a particular time
and culture. For Kelly the theory was relevant to all
aspects of psychology- it was a total psychology with.
the person at its focus. It was concerned with the
structure of people's functional approach to-life, rather
than focusing on specifics with lower degree of general
applicability (I3eail, 1979). With this underlying
intention, it is deliberately a content-free theory: The.
theory of personal contructs is then essentially a
methodological psychology rather than the usual content
theory, though it yields content as a secondary product
(Kelly, 1961, p.259). It is the user of the theory who
has to supply a content of which the theory makes sense.
Researchers have indeed used it to study a wide range of
events, e.g. vocational. guidance (Davies, 1985) the
appraisal of environmental and architectural construction
(Stringer, 1977) and the structure of spirit cosmologies
.in African communities (Orley, 1976). It is with these
features that the theory can be applied to the study of
perception of success..
Another major feature of the theory lies in its
reflexive quality. Since PCT treats scientists as men
and men as scientists, it uses the same concept and
language to explain and understand people's behaviour and
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scientist's approach to understand himself and man. The
conventional experimenter-subject distinction is no
longer valid because in an experiment a scientist is as
much a construer as his subject. Thus the person filling
in the repertory grid is treated as a scientist exploring
his own construct system.
In what follows I will touch very briefly on some
of the shortcomings of the theory of personal constructs.
First Kelly has neglected to articulate the relations
between men's conception of the past, present and future
(Collett,1979). Despite the growing number of
literatures on PCT, few investigators (Applebee, 1975,
1976 is probably an exception) have studied the
developmental aspects of how constructs and construct
systems are formed. This is understandable as Kelly is
concerned with.the anticipatory nature of man and places
no special emphasis upon the individual's early life.
However, constructs must come frorii somewhere and it seems
reasonable to assume that they are product of
individual's past history and that different' experiences
account for the variability among individual construct
system. This, however, had been a barren-ground in PCT.
The PCT is also limited by its intense crusading
individualism which seemed' to lack any. knowledge of
social facts (Holland, 1977, p.59). It addresses itself
to the individual's assumption about the properties of
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objects and persons. It does not seek to describe what
is required of him in actual transactions with others
what is the appropriate behaviour in relation to objects
and persons that are constitutes of the world and what
is the place for the notion of rule in his theory. His
conception of man-the-scientist is a bit too romantic.
Perhaps the 3-year-old is closest to this image in the
way he forms and tests his construct out. His temper
tantrums may be examples of attempts. to defend his
personal system against invalidation. But later he will
or need to rely more on culturally transmitted
constructs many of those are embedded in the language we
use, while others are passed on to him by his parents or
teachers. Salmon (1976) points out that young people
develop their construct system as they share areas of
personal meaning with his expanding group of significant
others. Furthermore, scientists are less independent
than he suggests. They frequently begin with other
people's conceptualization of, problems rather than first
hand observation. He too is bound by conventional rule
of prctices in how he should behave. Men's constructions
are not solely limited by their imaginations, but are
also contained by the communities in which they live.
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(C) GENDER SCHEMA AND COMPLEXITY OF SUCCESS CONSTRUAL
schema
Besides investigating the elements in the success
domain and the dimensions adolescents use to
concepLualize this particular area, we would also explore
the complexity of their construal of success, i.e.
whether they construe success in .a simple or complex
manner. Though PCT has more than 30 years' history, few
researchers have paid attention to the structural
property of construct relationship, even more scarce are
studies on who employ what kind of structure. A few
exceptions are Bannister (1960) who found that
schizophrenics are cognitively more complex but less
consistent than normal and other psychiatric group and
McCoy and Kvan (1979) who reported a slight increase in
cognitive complexity in understanding different types of
punishment of young -offenders before and after
sentencing. Assuming the mental normality and innocence
of subjects in this study, neiLher Bannister nor McCoy
and Kvan's findings throw light on the geustion of
membership in the cognitive simple or complex group. The
theory of personal constructs also does not provide much
clue to this .question. The, concept of schema is
therefore borrowed from cognitive psychology to
facilitate analysis.
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The concept of schema has been widely used in
psychology from thinking (Burner, Goodnow and
Austin, 1956) to learning (Skemp, 1962) and more
recently to sensory perceptions (Neisser, 1976), self
perception (Markus, 1977), sex-role orientation (Bem,
1981 Markus et al., 1982) arid perception of others
(Markus et.al.,1985). In general, a schema is a
cognitive structure and a network of associations that
represents knowledge derived from the integration and
organisation of past experience. An individual who is
very concerned with his gesture and manner may develop
highly articulated schemas about himself in these
particular areas. In contrast, others may be relatively
aschematic in Lhese aspects. Schema serves the important
function of understanding, organising and interpreting a
wide range of information and thus imposing structure and
meaning onto the otherwise chaotic array of stimuli. It
is also an anticipatory structure that searches for and
assimilates input in schema-relevant terms. As Neisser
(1976) states, schemas is comparable to a format in a
computer-programming language, a plan'for obtaining more
information to 'fill in the format and the executor of the
plan. It interacts with information from the environment
to produce perception and action.
The nature and function of schema have great
resemblance with constructs. Both are products of past
experience used to make sense of our experience. Both
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conceptual frameworks assign an active role to
individuals whose changes depend on the alternation of
existing cognitive structures rather than environmental
impact per se. Schema and constructs are also twins in
structural respects. Neisser (1976) posited that scheinas
are related in complex way with less wide schemas
embedded within the more extensive ones. This clearly
parallels Kelly's idea of superordinate and subordinate
constructs that are arranged in a hierarchy. As
personality is the summation of constructs, in the same
vain, schemas theorists also claim that the union of
schemas. in various domains constitutes the. self concept
(Markus et al., 1982). The commonality of the approaches
is also noted by Shaw (1980). These similarities
justifies the incorporation of schema in the present
study.
Fzom this perspective, Markus and her colleagues
(1982) and Bem (1981) introduce gender schematic
pzocessirig to examine the differences in cognitive
performance' among individuals with different sex-role
orientations in construing gender-related information.
Sex-Role Orientation and Gender Schema
In psychology and in society at large, men and women
are expected to ,behave differently because of their
difference in sex roles. Masculinity and femininity have
68
long been conceptualized as bipolar ends of a single
continuium. Thus a person has had to be either masculine
or'feminine, but not. both. This dichotomy obscures one
possibility: individuals may be both masculine and
feminine. In 1973, Constantinople presented an important
critique on the assumption that femininity and
masculinity represents the negatively correlated ends of
a unidimensional continuium. Since her review, new
formulations of sex-role style emerges.
One of the most influential formulations conies from
Bem (1974). In her -theory, persons of either gender can
be high or low on each sex role dimension because
masculiniLy and femininity are independent. An
individual is considered sex-typed if he endorses sex-
stereotyped characteristics of one kind to the relative
exclusion of the other kind. An androgynous person is
one who has equal endorsement of both types of
attributes.
The Bem Sex Role Inventory (BSRI) (1974) is
developed to measure this new conception of sex-role
orientations. Bem orginally defined sex role
classification in terms of student's t-ratio for the
differences between scores of masculinity and, femininity
scales. Those who have relatively equal number of each
category of items will have a non-significant t-ratio
between the two scores and are designated androgynous.
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This method of determining androgyny is challenged by
Spence, Helmreich and Stapp (1975) who questioned whether
androgyny represents simply a balance of sex-typed
characteristics or whether it represents a high
endorsement of each. Bem (1977) made concession and
agreed that androgynous roles should be defined as high
masculinity-high femininity, and is distinct from the low
masculinity-low femininity style. Since then, median
cutoffs are used to place people in different sex-role
quadrants. Masculine roless are defined as high
masculinity-low femininity feminine roles as high
femininity-low masculinity androgynous roles as high
masculinity-high femininity and the low masculinity-low
femininity is defined as undifferentiated.
This new formulation has stimulated much work to
study the differences among the four groups. In general
the androgynous individuals are the most adaptive ones..
They have both masculine and feminine forms of responses
in their repertoire and can derive adaptive behavioural
flexibility from these opLiotis (Beira, 1974, 1975 Bem and
Lenney,1976). They are. higher in self-esteem (Spence
et.al.,1975 Bem,1977 Hinrichsen et.al.,1981), more
dominant, self confident, flexible (Wiggins and
Holzinuller,1981), socially competent and able to
Capitalize on personal potential (Jones et.al.,1978) than
one or more of the other groups. The approach in the
1970s was in the trait tradition. Few attention was
70
given to the cognitive correlates of sex-role identity.
It is in the 1980s thaL coynitive approaches to study sex
roles develop.
In 1981, Bein proposed a cognitive interpretation of
sex roles. This is followed by Markus and her colleagues
in 1982. They both think that sex role is a result of
gender-based schematic processing which is inevitable
with society's insistence on the functional importance of
the gender dichotomy. Gender is so significant and
central in our perception that virtually every one
develops at least a rudimentary gender schema and this
can be Lermed a universal schema (Markus et al., 1982).
The socialization process further reinforces the
differentiation of masculinity and femininity that
transforms a passive network into an active and readily
available schema for interpreting reality
(Bem, 1981, p.362).
It needs to be noted that Bein and Markus have
different definitions of gender-related schema. For
Markus, being schematic with relation to gender means
having a great deal of highly differentiated knowledge
.with respect to either masculinity or femininity and
being able to process- gender-related information
efficiently and easily. Bem, on the other hand, holds
that being gender schematic means having a readiness to
sort information into categories on the basis of gender.
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as a whole. While the two propositions are different on
the theorectical level (Crane and Markus, 1982), they are
not incompatible when interpretations of empirical
findings in the two perspectives are concerned. Bern's
notion of readiness to interpret stimuli in gender-
connoted terms may presuppose the existence of relevant
gender-related knowledge. Though it is possible for a
maculine-typed person to have knowledge on femininity, it
is less likely for the feminine structure to be as well
articulated as the masculine ones. Schema, in both
treatment, is necessarily a knowledge structure with
specific focus on either masculinity or femininity or
both. Hence the gap between Marku's schema relating to
gender and Bem's gender-schema is not as great as it
appears. In the following, the two theories will be
intergrated and the term gender-schema is used.
Conceptualized in this way, different sex-role
orientations mean a difference in the quality and level
of development of gender schemas. The masculine people
are gender schematic people who think of themselves as
distinctly masculine and have schema related to
masculinity. The feminine schematics are those who have
self-schema relevant to femininity. Androgynous
individuals have multiple gender scheinas and can
correspond in some. instances with a feminine schema and
in other instances with a masculine schema. Their
undifferentiated counterparts are aschematics who have no
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scheIYtas reflecting conventions) image of male or female.
Except for the undifferentiated persons/ gender s chemas
will be activated and related knowledge will be retrieved
.to impose organisation on the pieces of information and
accentuate the association among them when gender-
relevant information is presented.
This formulation of cognitive structure is supported
by empirical studies. For example, sex-typed individuals
are faster to make gender-consistent judgement about self
than non-sex-typed persons (Bem,1981), remember inure
gender-consistent attributes, endorse more gender-
relevant qualities and can supply more examples of
gender-related behaviour (Markus et.al.,1982). When
asked to recall words, masculine and feminine subjects
cluster significantly more words of the' same gender
together than the androgynous and undifferentiated
groups. Results of the sex-typed ones can be attributed
to the activation of one gender-schema only in the
recalling process. On the contrary, the undifferentiated
group will not have their gender schema activated because
they simply do not possess one and gender clustering is
not expected. The pattern of the androgynous people is
more puzzling because they .should be equally responsive
to both masculine and feminine attributes and should
therefore be more prone to differentiating words on. the
basis of. gender to produce more clusters. The more
homogeneous the cluster, the less the degree of cognitive
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complex! Ly. However, result seems to point to the higher
degree of cognitive complexity of the androgynous and, tq
a lesser extent, the undifferentiated groups.
Our reasoning for this result is that the
simultaneous activation of two schemas with similar and
yet different nature can be a constraining factor as the-
content of these two schemas are, to a certain extent,
mutually exclusive. Markus et al. (1982) cautiously
point out that the androgynous people are likely to
experience conflict and hesitation in thinking about
gender-related material which may also manifest on 'the
behavioural level. Extending this line of reasoning to
cognitive complexity, the sex-typed respondents would
have simpler structure in gender-related information.
The other two groups may have more complex structure,
though the cause of this complexity will be different.
These are, we inust admit, very tentative speculations
only because the schema concept, though heuristically
valuable, is an ill-defined concept within psychology.
The gender schema is currently at a comparable level. of
conceptual maturity (Bem, 1981, p.356). It is hoped
that the present study will reveal more on this rarely-
explored area.
So tar we have been talking about the.-activation of
gender schema in response to gender-relevant or gender-
related matters. But is success a gender-relevant.
concept? This will be explored in the next section.
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Success as a Sex-Related Concept
Individuals' conception of success is coloured by
their sex in one way or another. Few areas in psychology
have generated as many debates on sex differences as the
topic of achievement motivation. Sex is so dominant a
variable that a separate theory for female achievement
inutivation, Horner's Fear of Success (1968), has
developed. That the two sexes differ in both what they
cons icier success and how they attribute their success are
well documented in literature.
In the last two decades, more and more researchers
(e. g. Duda,. 1985 Mael,r and Nicholls,1980 Parsons and
Goff,1980) are critical of the sex-biased approach to
study achievement which limits the definition of it to
goals that are masculine, extrinsic and competitive in
nature. The two sexes are generally recognised as having
different goals and hence definitions of success.
The divergence in male and female achievement goal
has been characterized in various ways. Spence and
tielmrich (1981)-differentiate this in terms of expressive
versus instrumental goals. Females are more likely to
invest their time and energy in interpersonal sphere
while males' major sphere of concern is in competitive,
individualistic strivings. Duda (1985) suggests that
females emphasize group goals and accomplishment more
than males. This is supported when it was found that
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women's pride and shame about themselves were more
influenced by group efforts while men's are more-
influenced by their own capability (Zander et al., 1973).
Veroff (1977) proposed a scheme to dissect the inure
global concept of achievennnet goal into two levels: the
process and the impact goals.. Females are more likely to
be process-oriented whereas men tend to emphasize
products in achievement situations.
One of the most interesting and encompassing ways
to conceptualize the preferred success domains of the two
sexes has been developed by Parsons and Goff (1980).
They have elaborated two general types of success
orientations which are based on Bakan's model of agency
and communion (1966) as orientations toward life. Men's
orientation to life goals conform more to the agency
modality which is characLerised by "isolation, self-
protection, self-esteem, self-expansion, by the urge to
master, and to*remain separate from others" (Parsons and
Goff, 1980,p.356). Women are more-conforming to the
communion orientation which emphasizes openness,
noncontractual cooperation and the sense of being at one
with others (Parsons and Goff, 1980, p.356). Put it in
another way, the goals of women integraLe achievement and
affective motives and values while men may. segregate
achievement and affiliation in their concept of success.
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Other research has suggested that female's
achievement strivings are directed toward the home and
other areas related to the traditional female role (Stein
and Bailey, 1973) such as parenthood. Women are
socialized to value interpersonal relationships. Thus it
is not surprising that women mentioned success in
interpersonal relaLioriships as well as career or school
achievement when asked what types of things in their
lives they consider as accomplishments (Lipinski, 1965
cited in Frieze et.al., 1978, p.239).
The above researches illustrate the impact of
values, a product of socialization, on the definition of
success. Sex differences in values are always rioted,
e.g. Rokeach (1973), Feather (1975) and Lau (1985). More
recently Feather (1984) refined the study of sex
differences in values to sex role differentiation of
value structure. Biological sex is undoubtedly a very
prominant source of influence in our values. But being
born a male does not necessitate a masculine sex role
orientation. The adoption of a certain sex role is
contingent on the internalization of societal-approved
masculine and feminine values. Feather's findings neatly
fit with previous research on the goals of the two sexes.
Specifically, .-masculinity is positively related to
freedom, an exciting life, social recognition, and being
courageous, ambitious and independent and is-negatively
related to happiness, mature love, being loving,
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forgiving, helpful, honest and polite. Femininity is
positively related to mature love, being loving,
forgiving, helpful, honest and polite and is negatively
related to a comfortable life, an exciting life,
pleasure, being logical and ambitious. Values related to
masculinity are like a mirror image of femininity values.
Differences between males and females are less obvious
and clearcut than Lhose between sex roles. Similar
pattern has also been found in the values of local
secondary school students (Wong and Lau, 1986). Sex role
styles therefore, exert at least equal, if not more,
influence on one's values and goals and hence definitions
of success.
The difference in goals of achievement leads to the
different cognitions of the pre-requisites for successful
task completion. If females are concerned to be well-
behaved and conscientious as well as able they-may think
of both effort and ability in explaining. their success.
The focus on intellectual competence of males makes
ability a sigriificanL cause. It has been found that
females always attribute success to high effort and other
external factors and failure to low ability and the
reverse is true for male (beaux, 1976; Dweck and Goetz,
1978 Lenney, 1977).
All these differences between the sexes are more
than those explicable with reference to rl.. ,„_n,
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uniqueness. The differences are built in the social
structure, socialization, social values and personal
values of the persons concerned. The frequency of
allocating expressive /communion versus instrumental/
agency kind of goals vividly examplifies this point.




This research was conducted in two stages. We aimed
at uncover individual students' success construal through
in-depth interview in the first part of the study. The
repertory grid technique developed by Kelly (1955) was
the backbone of the interview. The grid represents a
perception matrix in which a person's perceptions of a
defined domain of "elements "were uncovered in the form
of "constructs". Thus this technique would enable us to
find out the events regarded as attained success and
desired success and the constructs they used in making
sense of these instances. To smooth the administration
of the interview, a pilot study was conducted before the
actual administration of Study One. Based on the result
in Study One, we determine on what elements and
constructs to use for group testing in Study Two. A
Group Grid with supplied elements and constructs was used
in Study Two to find out, first, how was success
conceived by an average Form 6 student. and, secondly, how
students with. different sex role orientations perceive
success and the degree of complexity involved in this
construal process.
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Def inl Boris of Terrnts
1. Constructs-
Constructs are the dimensions a person uses to make
sense of the reality or it can be compared to the
attributes ascribed to objects and events (Scott, Osgood
and Peterson, 1979). These dimensions are formed when a
person imposes interpretations upon events by seeing a
way in which some of them are construed as being alike
and.yet different from others. Operationally, constructs
are the bipolar dimensions elicited by the triadic
method.
2. Elements
Kelly defined elements as the things or events
which are abstracted by a person's use of a construct
(Kelly, 1955, p.562). In other words, elements are the
universe of items chosen to represent the area in which
constxuiny is to be investigated. It can also be likened
to stimili (Yorke, 1985). The aim of exploring
studenLs' conception of success makes their past
experience and expectation of future success legitimate
elements in this study.
3. Sex role orientations
4 types of. sex role orientation were identified in
this study:
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a) Masculine: Those scoring above the masculine median
but below the feminine median in the
BSRI.
b) Feminine: Those scoring above the feminine median
but below the masculine median in the
BSRI.
c) Androgynous: Those scoring above the median on both
the masculine and feminine median in
the BSRI.
d) Undifferentiated: Those scoring below both the
masculine and feminine median in the BSRI.
4. Cognitive complexity
This refers to the capacity to construe events in
a multi-dimensional way and can be operationalized as the
amount of variance that is accounted for by the first
three components generated- by the INGRID principal
component analysis because it is unusual.to find much,
variation left. in an individual grid after three
components have been extracted (GAP Manual, 1983, p.39)
5. Adolescents
Adolescent is here restricted to Form 6 students




Before the main study, a pilot study was run to
determine the best grid format and to test the
methodology with a comparable subject population. Ten
Forin 6 st:u(lents were interviewed to provide answers for
the following questions:
1. Which construct elicitation procedure is most
productive?
nC.LiY lyoo] described six approaches to elicit
constructs. The Minimum Context Form or triadic method
best captured the essence of construct formation in PCT.
Using Lhis method, the person is presented with three
elements at a time and asked in what important ways two
of them are alike and therby different from the third.
It is expected that explicitly bipolar constructs could
be elicited in this way. But the 'possibility of
obtaining bent constructs had led Epting, Suchman and
Nickson (1971) and Yorke (1978, 1983) to suggest asking
subject for the opposite to the likeness of the
constructs if more explicit bipolar constructs were to*be
obtained. If presentation of three elements is too
demanding a cognitive task, Landfield and Leitner's
dyadic method (1979) in which only two elements are
Presented at a time and subjects are simply.*asked to
describe some differences between them would be used.
83
2. What is the best size of the element list?
Most researchers in this field suggest Lhat 8-15
elements would provide a useful basis for the elicitation
of a reasonable grid (Slater, 1977 Collett, 1979 Pope
and Keen, 1981). A 12-element grid was used to see if
the subjects could think of enough instances to fill the
list.
3. What Is Lhe optimal size of the construct list?
This is a difficult question for most grid users.
The.range suggested is also 8-15 (Slater, 1977 Collett,
1979). Pope and Keen (1981) used element interclass
correlation to indicate when construct elicitation should
stop. This is not practical in an inLerview. Instead we
arbitrarily set the number of constructs to 12, but
allowed subject to stop when his repertoire of constructs
for the elements was exhausted or to go on eliciting if
he had more to say so that the suitable length for most
subject could be determined.
4. How can the mechanics of completing a grid be made
more comprehensible to the subjects?
Since the completion of a grid is in itself ari
unusual task for many individuals and the result in an
initial grid may be contaminated by his confusion as to
whaL is required, we therefore tried to minimize
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confusion by asking subjects to compleLe a small dummy
grid. Whether this is actually helpful is to be
confirmed by the subjects' feedback.
With the completion of the pilot study, several
decisions concerning the format of stage 1 repertory grid
were made:
1. The triadic method was to be retained as the construct
elicitation method. Feedback from the subjects indicated
that this procedure was not particularly difficult in
comparison with the dyadic method. The 'opposite'
approach was not needed since quite a number of subjects
spontaneously produced opposite as the implicit pole of a
construct in the elicitation process.
2. The size of the element list would be 12. With enough
time, subjects did not have much difficulty in filling up
the element list. One significant change, however, was
made. Initially three, categories were included in the
pilot grid: past success, desired future success and
past failure. Failure instances were included as they
might encourage subjects to think in terms. of contrast
(Pope and Keen, 1981 Slater, 1977). The inclusion of a
contrasting type of instance resulted in constructs with
limited range of convenience. Superficial and
definitional constructs, e.g. made me happy (for
successful instances), vs. made me sad (for failure
events) were also produced. Even more disturbing was
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subjects' complaint of the grave difficulties they
experienced in thinking of cross applicable construct,5.
To make the task less straining and to enhance the
production of meaningful constructs, only the two success
catagories were retained, with six in each catagory.
3. Most subjects were exhausted after. producing 8-10
constructs with the pre-selected triads. Some could
produce one or two additional constructs when they were
given the chance to make up their own triads.
Consequently it was decided that at least 8 out of the 12
given triads should be used to generate constructs.
After this, they could make up their own triads if they
wanted to. This method ensured the giving of a certain
number of constructs without destroying the flexibility
this methodology offers.
4. The 'duriuny yrid' was reported to be useful in
familiarizing subjects with the 'mechanics' of completing
a grid. The elements used in it were role titles such as
your father, your best friend etc.. Three triadic
comparisons were usually enough for the respondents, to
acquire adequate comprehension of the task.
5. Initially it was designed to ask the subjects to
complete the.-grid in a single 'session in the. presence of
the interviewer. But the length of the time required
(the quickest one took one and a half hour to complete it
and the slowest one took more than two hours to complete
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half of the yr i(l) and the limited time available after
school or on Saturdays made it unrealistic to hold this
expectation. For those who really needed to continue
their task some time later could do so on condition that
they sent it back in one week's time.
G. Time constraint also made individual interview a
luxury. On getting subjects' consent, one-to-two
interviews were tried. As long as subjects could choose.
their own partner and suitable seating arrangement was
made, most were willing to do so. If not, individual
interviews were conducted.
SubjecLs
F.6 students in Anglo-Chinese schools were
recruited as subjects. They were recruited with the help
of some personal friends who are their teachers. All
subjects were volunteers.
F.6 students were chosen because many psychological
researches have been using undergraduates as subjects and
it is time to pay more attention to the younger group.
The nature of the task also limited the subjects chosen.
The repertory grid technique requires subjects. to be able
to verbalize and articulaLe the thoughts in mind. Past
experience showed that students in F.4 were not always
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able to verbalize their ideas. F.5 students were les
preplexed by this difficulty but are too busy preparin
for the examinations and were unwilling to Lake part i
the lengthy interview. In this respect, F.6 students wer
chosen. Moreover, F.6 students have passed the hurdle o
the Certificate Examination and are likely to have
struggled with the thought of their prospect and future
The topic under study would be more meaningful to them.
62 students from five secondary schools (a boys
School, a yirls' school and three coeducational schools
were invited to participate in an interview so as to
elicit a pool of representative elements and construct:
to compose the Group Grid. The characteristics of this
Sample is presented in Table 1.
Table 1
Distribution of Lhe Sex and Major of the Sain le in
Study on
Sex Male Female TotalMao
Arts 10 35 45





A rating grid was used in this study. Six attained
success and six desired success instances were to be
filled in on the horizontal element space. The emergent
and implicit poles of constructs were elicited by
comparing three elements at a time as designated in the
sort column and to be filled in on the vertical columns
(Appendix A).
Since a grid is not a test and has no specific
content, it is not surprising to say that there is no
such thing as the reliability of the grid. We can only
look at some test-retest reliability of some grids.
Watson, Gunn arid Gristwood (1976) asked 36
prisoners to repeat a rank grid over a 7 to 10 days'
interval and found that overall similarity in the pattern
of construct relationship averaged .74. Relationship
between specific elicited constructs had been studied by
Field and Landfields (1961). Given the same elements,
after a two-week interval, subjects produced very similar
constructs .(r=.79). This can be linked on as an
experimental explications of the dichotomy corollary
which. states that our construct system has but a finite
number of dichotomous constructs. In terms of elements,
Field and Landfield found in the same study that subjects
provided, on average, 72% of the figures they had given
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for the original role title list. This high percentage
may perhaps be a result of the restricting effect of the
role title list. Consistency measures were on the whole
fairly satisfactory.
2. The Bern Sex Role Inventory (BSRI)
The BSRI (Beni, 1974) consists of separate,
rionoverlapping masculinity and femininity scales.
Additionally, a set of neutral items is included as a
social desirability index. Respondents, indicate the
degree to which each characteristic describes themselves
along a 7-point rating scale (never or almost never
true to always or almost always true) (Appendix B).
The BSRI items were selected from an initial pool
of personality characteristics that seemed positive in
value and either masculine or feminine in tone
(Bem, 1974, p.156). Those characteristics that both sexes
judge to be significantly more desirable for males than
females constituted, the masculinity scale and those that
were significantly more desirable for females than males
formed the femininity scale. Masculinity and femininity
scores are simple arithematic means of respodent's self
ratings on items comprising' each scale. Median split is
used to determine respodents' sex role orientations.
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The test-retest reliablity of the BSRI over a 4-
week interval was 0.9 for masculinity scores and
femininity scores, 0.93 for androgynous score and 0.89
for social desirability score. Internal consistency as
measured by Cronbach's alpha was 0.86, 0.8, and 0.75 for
masculinity, femininity and social desirability scores
respectively.
The independence of the masculinity and femininity
scales is supported by the insignificant negative
correlation between the two scores (Bem, 1974 Pedhazur
and Tetenbaum, 1979). When comparisons were made between
sex-typed and non sex-typed groups, high negative
correlation existed only in the former group while the
latter showed high positive correlations between the two
scales. Larsen and Seidman (1986) interpreted this as a
support for the construct validity of the BSRI in
researching gender schema. Factor analysis of the BSRI
items confirmed the two-dimensional structure of the
inventory (Gandreau, 1977. Waters, Waters and Pincus,
1977 Moreland, Gulanick, Montague and Harren, 1978),
though four factors were identified in each study.
Its correlation with other measures of sex role
such as the California Psychological Inventory and the
Guilford Zimmerman Temperment Survey is not high,
probably because the BSRI is measuring an aspect of sex
role which is not directly tapped in these two scales.
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Procedure
Following Lhe resolution of issues in the pilot
study, the first stage of the main study was launched,
the primary purpose of which was to find relevant and
comprehensive sets of constructs and elements to develop
the Group Grid for the second stage.
Subjects were interviewed on an one-to-one or one-
to-two basis after school or on Saturdays to gather
personal information and filled in the grid. All
conversations were in Cantonese. The investigators took
some time to chat and to get acquainted with the
.respondents so as to facilitate spontaneous conversation
and help them to fill in the dummy arid.
There was no intention to conceal the purpose of
the study and subjects were informed of this. They were
ensured that there was no right or wrong answer in their
responses and confidentiality was guaranteed to ensure
genuine responses.
With proper understanding of the grid 'mechanics'
after filling in the dummy grid, the repertory grid was
adminstered. Subjects first of all filled in the element
list of the grid. Two. kinds of responses were
elicited. They were asked to think of six Instances in
Which they had been successful or had a sense of
achievemenL for the firsL caLegory of elements and to
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think of six instances in which they wanted to be
successful or to have a sense of achievement in future,
for the second catagory. Such instances could be from
any realm of activities and repetitions of instances in
the same realm were allowed. The elements elicited should
not be too global, too abstract or those that were
difficult to elicit constructs. Maehr's (1974) defining
criteria for achievement behaviour were used as reference
Lo determine whether an instance would be accepted as
elements : (1) the instance should involve some standard
of excellence; (2) the instance has to be one in which
the subject feels responsible for the outcome and (3)
the instance involves a certain degree of.challenge and
some sense of uncertainty of success.
Constructs were elicited by the triadic method.
Respondents were asked to give both the emergent pole,
i.e. the way in which two of the elements were alike, as
well as the implicit pule, i.e. what made the single
element disLiiict from the other two. This pair of
constructs was then recorded on the grid. The emergent
pole description was recorded in the similarity columns
and the implicit pole descriptions the contrast columns.
The three elements chosen for comparison were determined
by a preselected order depicted in the "sort" column.
Each element was presented approximately the same number
of times. The numbers of the two elements made up the
emergent pole were then encircled.
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Certain guidelines suggesLed by Kelly (1955) were
followed Lo obtain meaningful and communicable
constructs. Constructs that were excessively permeable
were not included. Excessively impermeable and
superficial constructs were also avoided. Vague
constructs were to be clarified before entering into the
grid form. RepeaLed construct was rioL prohibited. But
to make sure repetition was not due to "mental laziness",
subjects were encouraged to think of other possible
difference. If no change was made after the remark, the
repeated consLrucL would be adopted.
As a final step, respondents rated each of the
elements on a 6-point scale defined by the bipolar
construcLs. The inure appropriate a construct described an
element, Lhe more extreme point of the scale should be
used. Specifically, if the emergent pole adequately
described an element, '1' should be used. '2' and '3'
were used for decreasing degree of applicability of this
pole. Conversely, if the implicit pole best captured the
nature of certain experience,'respondents should put '6'
in the space provided. '5' and '4' were used when the
suitability of the statement in describing the experience
.decreased. They were asked to inform the interviewer
whenever Lhe pair of constructs did not apply to the
elements. In this case the element would be assigned a
score of 0. Subjects were encouraged to rate the
elements on the constructs as far as possible. This
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process conlinued till at 8 cunsLructs were
produced.
LLLLUL Lne pre-selected sorts were exhausted or were
found uncomparable, subjects could choose their own
triad or indicated an important dimension in which groups
of elements were different from the other on the list..
This was done because the particular sort selected by the
interviewer might have missed some important dimensions.
After the interview, subjects were invited to comment on
the task. The final outcome was a raw grid with its
matrix of elements rated on each construct. Lastly
they fill in the BSRI. If they had queries on the
adjectives used in it, the terms were explained according
to a separate explanation note (Appendix C).
Data Analysis
Three types of analysis were done:
A. Content analysis
To explore the diversity of types of situations
ghat were considered to be meaningful for individual's
conception of success, conLenL analysis of elements was
done on the grids collected in the first- stage.
Similarly, content analysis of constructs was carried out




A variety of computer programs has been written to
facilitate the analysis of the total structure of a grid
matrix, which is most frequently used as the basis to
infer one's degree of cognitive complexity. We're going
to employ the most extensively used, most detailed and
comprehensive package developed by Dr. Patrick Slater
(1977). This Grid Analysis Package (GAP, 1983), or more
commonly called INGRID programs, is a principal
components package consisting of 7 programs in it.
Each individual grid was analyzed by the INGRID
program. It analyzes the grid matrix in construct space
which is conceptualized as a hypersphere. A wide variety
of information is extracted from the raw data. Not only
does it offer a seL of independent principal components,
but it also presents the loadings of the constructs and
elements on the components, as well as the "distances"
between all eleiueiits and the correlation between all
pairs of constructs (expressed in form of scalar angle
scores) and the correlation between each construct and
every element. Among other things the program calculates
the percentage variance attributable to each component




After responses in Stage 1 were categorized
frequency-type data were obtained and could be subjected
to chi-square analysis. Specifically, we wanted to find
out wlie Ltier subjects with different background would
endorse different types of success elements and
dimensions of perceptions. The independent variables,
i.e. background variables, included the following:
Independent variables Levels




3. School type i) Boys' school
ii) Girls' school
iii) Coeducational school
4. Major i) Arts
ii) Science
5. Sex role i) Masculine
i i) F'e1ni nine
iii) Androgynous
iv) Undifferentiated
6. Grade Point Average 1) High
ii) Low(GPA)
7. Socio-economic status i) High
ii) Low(SES)
GPA and-SES were of interest here for their pussible
influence on one's conceptions of success (Katz, 1964).
GPA scores were determined by assigning a score to each
grade respondents obtained in the Hong Kong Certificate
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Examination (A=6, B=5, C=4, D=3, E=2, F and below=1) and
then worked out the total. scores. Those whose scores were
above the mean was the high group and those below the
mean were the low group.
SES is usually operationalized by considering father
and /or mother occupation and educational standard,
household income and housing characteristics etc.
individually or combined them to make an index. The
interchangability of these indicators (Horwitz and
Smith, 1955; Sewell, 1971; Tsang, 1985) makes it possible
to combine them to a multiple-item SES measure for a more
complete representation of it. Following Nam and Powers'
(1983) procedure, a two-item SES measure was devised,
using family income and father's educational standard as
indicators. These components were selected for the
availability of their information in census reports.
Scores for the two items were obtained by assigning, to
them their midpoints of cumulative percentage intervals
as reported in the 1986 by-census (Hong Kong Census and
Statistics Department, 1986). For example, persons who
had completed primary schools were found to be
distributed between the 14th and 49th percentiles and a
score of 31.5 was assigned to them. The means of the two
scores were added up to become the SES measure. When the
SES score was above the mean, one is designated to the
high group and vice versa.
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As a preliminary analysis of the relationship
between sex role orientations and cognitive- complexity,
the sum of the first three principal components generated
by the INGRID program was taken as a measure of cognitive
complexity. Oneway AVONA using this as dependent
variable and sex role orientations as independent
variable was done to examine the relationship.
Hypotheses
For a study aiming to study the phenomenology of
success, it is difficult to generate definite hypothesis
like the hypothesis-testing type research. However,
findings of past researches on success allow some
speculations to be made.
Briefly, the possible categories of success would
reflect the four types of goals proposed by Maehr (1984)
: (1) task goal - task providing intrinsic satisfaction;
(2) ego goal - academic success, good personality and
conduct, occupational. status, good record in extra-
curricular activities etc.; (3) social solidarity goal -
friendship, happy family, satisfactory marital
relationship; and (4) extrinsic reward - earning money.
The second and the third types of instances would be more
frequently mentioned,than the other two types.
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Concerning constructs, attribution may be the most
prominant type of constructs used. Weiner's assertion of
spontaneou causal thinking (1985) and Fyan et.al.'s
universal achievement ethic (1983) are convincing
testimony of the close relationship between achievement
and attribution. Actual repertory grid study using
adults as subjects also reported attributional constructs
(Chan, 1986). Orientations of outcome, e.g. to self or
to others, is also found in Chan's study and is also
expected. Finally, the androgynous and undifferentiated
groups would have more complex cognitive structure in
construing success than the sex-typed persons.
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Result
A. Reliability of Instruments
1. The BSRI
•rne relaibility of the BSRI was satisfactory.
Cronbach's Alpha for the Masculinity Scale is .85 and
that for the Femininity Scale is .68.
2. Relaibility of the Element Coding System
To make the selection of constructs and elements a
meaningful process, their coding schemes should be
reliable, i.e. being able to yield similar results when
used by different investigators on the same material
(Budd, Throp and Donohew, 1967 Holsti, 1969). The
pooled agreement of coders is thus relied upon as a
measure of reliability.
ila11y iueLnoas or computing inter-coder reliability
have been developed. The widely used coefficient of
reliability (C.R.) and Scott's index of inter-coder
agreement( 7F )z (1955) which had taken into account,
the number of categories in the code and the frequencies
2. C.R.= 2M/N1+N2 where M is the number of coding
decisions on which' the two judges are in agreement,
and Ni and N2 refer to the number of coding
decisions made by the two judges.
T =(% of observed agreement-% of expected
agreement)/ 1-% of expected agreement, where
percentage of expected agreement is found by the
proportion of .items falling into each category
of a category set, and summing the square of thoseproportions.
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with which each is used were employed to calculate the
reliability of both the element and construct coding
system. Scott's is a more conservative method (Holsti,
1969), and if reliability reaches a satisfactory level in
both calculations, our confidence in the coding schemes
can be enhanced.
Inter-rater agreement on elements was studied when
the whole element set was taken as a whole and when past
and future elements were considered seperately.
Table 2
Reli.abilty of the Element Coding System
Whole Past Future
(N=744) (N=372) (N=372)








The level of reliability was fairly satisfactory.
Table 2 showed that the' more variables were corrected in
calculation, the lower the reliabilty was. Nevertheless
it still reached a .70 level which is acceptable in face
of the large number of diverse items. When the criteria
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of agreement was let loose to encompass those belonged to
the saiue categories though differed in their allotment
into subcategories, reliability increased to the high
level of around .00. The rating of past and future
successful instances reached similar degree of
reliability regardless of the formula used.
3. Reliability of the Construct Coding System
Only bipolar constructs were classified and the
agreement level between the two coders was presented in
Table 3.
Table 3
Reliability of the Construct Coding System
No. of bipolar constructs
(N=382)
No. of non-correspond items 158
C.R. 0.63
n 0.44




The reliability of the construct coding system was
generally lower than that of the element coding system.
When the more str,ingetlt criteria of item inclusion was
used, reliability ranged from .63 to .44. When items
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assigned to the same category, regardless of their
allotment to different subcategories, were counted as
agreed items, inter-rater agreement mounted to .70 to
.80. When we take into account the infinite number of
possible combination of the two poles of a construct and
the determination to keep the construct categories with
equal breadth and hence the resulted trichotomy (Scott's
formula works to the disadvantage of systems with small
number of categories), the reliability is acceptable.
B. Instances Regarded as Successful
The instances regarded as successful, from both the
perspectives of past experience and future expectation,
were presented in Table 4.
1. Past successful experience
Reflecting on their past experience, the following
categories of events, in order of frequency, were
mentioned:
(2) Satisfaction/ Success in activities
(1) Academic attainment
(6) Social relationship





Frequency of Instances Regarded as Successful
P F T
1. Academic attainment
42 4 46a. Good performance in internal exa
18. 7 25b. Good result in public exam
14 3 17c. Doing well overall
9 0 9d. Studying in a good school
9 51 60e. Further studies
0 3 3f. Able to use one's knowledge
g. Other 1 7 8
Subtotal 93 75 168
2. Satisfaction /Success in activities
a. Hold office in school clubs 18 2 20
b. Gain prize in sport 22 4 26
c. Gain prize in non-sport competition 33 3 36
d. Good performance in competition 13 2 15
e. Learn some skills 11 12 23
f. Others 11 3 14
Subtotal 108 26 134
3. Career-related satisfaction
a. Good job,.emp. intrinsic qualiy 0 14 14
b. A well-paid job 0 21 21
c. A high-position job 1 12 13
d. Establish one's own business 0 7 7
e. Getting salary for the first time 6 0 6
f. Being a professional 0 15 15
g. Others 3 12 15
Subtotal 10 81 91
4. Gaining recognition /reputation.
a. Being praised 19 8 27
b. Having fame 0 6 6
c. Activity coordinated is recognized 7 1 8
d. Others 1 0 1




17 0 17a. Produce something
9 1 1013. Complete difficult task
Subtotal 26 1 27
6. Social relationship
26 15 41a. Having friends
11 5 16b. Helping others
4 3 7c. Others
Subtotal 41 23 54
7. Family relationship
2 20 22a. Happy family
0 20 20b. Good marriage
0 13 13c. Able to care family
0 4 4d. Briny up children properly
1 6 7e. Others
Subtotal 3 63 66
8. Development in personality
9 10 19a. Being popular
11 7 18b. Disciplined
5 5 10c. Independent
2 3 5d. Pro-social behaviour
6 5 11e. Others
Subtotal 33 30 63
9. Personal belief
a. Finding personal belief 4 5 9
b. Sharing belief with others 4 8 12
Subtotal 8 13 21
0 8 83-0. Abundant material possession
0 3 311. Having power
12. Travel 0 9 9
13. Healthy 1 4 5
14. Miscellaneous 22 21 43
Note: PPast success, F=Future success, T=Total
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When further breaking down into subcategories, items,
in descending order of frequency, were:
(la) Good performance in internal exam
(2c) Gain prize in competition /activities
other than sport
(6a) Having friends
(4a) Being praised /socially recognized
(lb) Good result in public examination
(2a) Holding office in clubs and activities
(5a) Produce something
The two largest groups of attained success have the
common characteristic of being related to school life.
The activities mentioned were mostly organized by schools
or at least have their bases there, e.g. inter-school
competitions. This is clearly shown when the individual
instances comprising this category were referred: gaining
prize in competition, e.g. drama and writing competition
held in school; gaining prize in sport, e.g being
champion in school sports day event and being leaders in
school clubs. The content of academic attainment is
self-explanatory. The significance of school life in
students' feeling of success is obvious when we consider
the fact that these two categories make up more than half
(54%) of the responses and 4 of the 7 most frequently
mentioned instances belonged to these two groups.
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This emphasis makes good sense when interpreted with
reference to the situation of the respondents. Having a
place in Form 6 means they have survived many severe
tests or examinations and have successfully outdone many
other peers for this place. The'sense of achievement
associated with good examination result is all too
natural.
Many a Form 6 student is all-round and excel others
both in their studies and their activities. Their strong
scholastic and activity record alter the way they
participate in school activities. No longer are they the
small potatoes in the cast, rather they have become the
big shot and played the leadership role more often than
any other years in their school life. Their emphasis on
extra-curricular activities is in accord with their
preoccupation.
Success in interpersonal relationship is the third
largest category. This category differs from the first
two in the important way of being a.cooperative venture.
Personal effort -and/or ability is necessary,' but not
sufficient, for the establishment and maintenance of
friendship. This is the only category in the list with
an interpersonal favour. Other instances, including
development in personality, gaining recognition and
accomplishing some tasks are all possible through
individual effort but for relationship, it.,takes two to
a tango.
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Though friendship is an important source of
satisfaction, similar significance is not attached to
familial tie. There are only 3 instances in this
caLegury. The stress on friends relative to family is
also pointed out in another study with Form 6 studeuLs as
subjects (Lee, 1984). Whether this is a result of the
shift in radius of significance from the immediate family
to peer groups as Erikson suggested or a result of
inharmonious relationship with family or a result of
taking family for granted were hypotheses that could be
entertained.
The concern for praise and recognition by parents and
teachers makes up another category. The appearance of
this category supports an assertion of Frieze, Francis
and Hannsa (1983) that other's praises are not only a
source of encouragement and .reinforcement, but may also
be a source of information for social comparison which is
essential to subjective assessment of success. Besides
comparing oneself with personal standard and peer
performance, praise from adults often provides additional
information about how well one is doing and leaves a
strong impression in one's heart., Also included in the
list of attained success are development in personality
and the ability to create,or produce something.
Guided by the rule of choosing instance with highest
frequency, the most frequently mentioned instances are
retained for use in the Group Grid. Two points should be
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noted: subcategory 2b and 2c were unified to form a
single sLaterrment as they basically denote a concern for
extra-curricular activities. Development in personality,
the fourth largest category, was riot included because of
its diversified content and hence low item frequency.
But its importance is not ignored and would be included
in the list of desired success.
2. Desired success in future
Based on frequency counts, the following categories
were areas in which subjects would like Lo be successful:
(3) Career-related satisfaction /success
(1) Academic attainment
(7) Family relationship
(8) Development in personality
(2) Satisfaction /Success in activities
(6) Social relationship
When individual items were concerned, the followinc
were the most frequently mentioned:
(le) Further. studies
(3b) A well-paid job
(7a) Happy family
(7b) Good marriage
(3f) Being a professional
(6a) Having friends
(3a) Good job, emphazing intrinsic qualities
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The success respondents want to attain shared
some similarities with what they already have. Again
the two largest categories were lone accomplishments that
depend on personal effort and ability. Looking forward,
respondents aspire to successful career whether defined
in terms of extrinsic benefit or intrinsic quality.
Their zest for good jobs makes this the largest category.
Academic accomplishment came next on the list. Its
subcategory, a chance to further one's studies (le), was
mentioned 51 times and has the highest number of
reference. Afterall, this is what matriculation for.
The emergence of family relationship as the third largest
category appears significant because it was absent in
attained success. It is defined in the general notion of
happy family and the more specific desire of satisfying
marriage. Again one sees development in personality
the fourth largest category. What were very important
in the past, extra-curricular activities and social
relationship, now become less important and occupy the
fifth and sixth place respectively.
The 7 instances with the highest frequency coincided
with the six categories just mentioned with the exception
of extra-curricualr activities in which no single
instance has high frequency. The number was reduced to 5
when the 2 family-related subcategories (7a and 7b) were
summarized as "happy, family and ideal spouse" in the
Group Grid and when 3a and 3f were both taken to be an
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indicator of an emphasis on having a job one likes. The
element list was filled by including improvement in
personality and the desire for recognition and fame3 as
supplement. The 14 elements included in the Group Grid
were listed in Table 5.
Table 5
Elements Included in the Group Grid
Acquired Success
1. Praised by others
2. Good result in HKCE
3. Design and complete some productions, e.g
assemble models, knit a coat.
4. Establishment or maintenance of friendship
5. Won prize in extra-curricular activities
6. Good internal result
7. Holding office in school clubs
Desired Succees in Future
8. Improvement in personality or behaviour
9. Have a well-paid job
10. Happy family and ideal. spouse
11. Further studies in university or college
12. Gain good reputation
13. Make more friends
14. Have a job I desire /like
3. The choice of category 4 .instead of category 2 in view
of the higher frequency of the latter group was based
on the more unifying nature of the instances in the
former category and made its representation more
meaningful.
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3. The total picture
Merging attained arid desired success into an
aggregate figure, the 6 most frequently stated categories
were:
(1) Academic attainment (22.5%)
(2) Satisfaction /Success in activities (18%)
(4) Career-related satisfaction/ success (12%)
(7) Family relationship (9%)
(8) Development in personality (8.5%)
(6) Social relationship (7%)
These 6 categories reflect a blending of what
McClelland would call the need for achievement and the
need for affiliation. The predominance of achievement
over affiliation is easily detected. The first three
categories are all related to achievement and the total
percentage of the 2 affiliation-oriented categories (7
and 6) do not even exceed the percentage of the second
largest achievement group. Evidence that we are not
dealing with a hitherto unnoticed phenomenon is to be
found in what Fyans et.al. (1983) called an achievement
ethic (p.1011) that stresses work, knowledge and freedom
and downplay family, tradition and interpersonal
concerns. Nicholls (1985.) also noticed students with
social and ego orientation and called them- conventional
achiever. What we are adding to this observation is that
self-nourishment. in the form of pllishing one's
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character, which cannot be calssified either way, is
stressed by our respondents. Comparing our finding with
other related researches (cf. Chan, 1986 Jenkins, 1979
Kaltenback and McClelland, 1958; Katz, 1964 Lee, 1984
Meece and Frieze, 1982 and Willig, 1978) suggested the
plausibility of labelling it a cohort-specific preference
and the possibility of cohort-specific achievement
instances (Kleiber and Maehr, 1981). Equating possession
of certain personality attributes with a bestowal of
personal worthliness is a unique stance for adolescents.
From among the related researches just cited, only Katz
(1964) and Lee (1984) reported similar achievement
pattern and, not coincidentally, subjects in these
studies were also adolescents (around the age of 16 to
18). Those using adult sample, e.g. Kaltenback and
McClelland (1958), Willig (1978) or younger children
(Meece and Frieze, 1982) or college student (Jenkins,
1979) did not have comparable findings.
The significance of personality development
particularly in adolescents is probably related to the
major developmental task confronting them: to consolidate
all the knowledge they gained about themselves and
integrate these various self-images into a personal
identity (Erikson, 1963). To answer the question "Who I
am" inevitably involve an indepth self-scrutinization
process in which the whole issue of personality would be
forced to the conscious and the person involved be
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absorbed. Adults and children tend to busy themselves
with different developmental task. For example, the more
settled-down adults are more preoccupied with the success
in filling community services roles (Kaltenback and
McClelland, 1958; Willig, 1978) whereas elementary
students are usually less concerned about social
recognition (Meece and Frieze, 1982).
One type of instance which stands out with remarkable
clarity and appears only in our respondents is-the sense
of achievement derived from producing or creating some
things. No hint of similar category is discovered in
other studies. Whether task involvement has special
meaning for our subjects or that its absence is a result
of different classification systems cannot be ascertained
without more focused study.
C. Maior Dimensions of Success Construal
In order to conceptualize the range of dimensions
individuals used to construe their achievements, the 382
bipolar, permeable constructs are grouped according to
some common characteristics. Table 6 presented the
categories and their frequencies.
The codable constructs distributed- fairly evenly
among the 3 categories: attribution, consequences and
nature of the instance, implying the categories are of
comparable degree of coverage/inclusiveness.
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Table 6
Frequency of Success Construal Dimensions
1. Attribution of outcome
20a. Personal contribution vs. other's help
7b. Long-term effort vs. short-term effort
8c. Require much effort vs. little effort
17d. Effort vs. environmental factors
2e. Effort vs. ability
2f. Effor L vs. wisdom
7g. Effort vs. inborn potentialities
11h. Effort vs. non-effort
4i. Ability vs. personality
10j. Can be controlled vs. beyond control
7k. Require personality traits vs. riot require
31. Require more resource vs. less resource
7m. Others
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2. Consequences of achievement
12a. Long-term impact vs. short-term impact
15b. Affect future vs. not affect future
23c. Personal gain vs. others' gain
7d. Fulfill personal expectation vs. not
20e. Recognised by others vs. self appraisal
39f. Material benefit vs. spiritual satisfaction
12g. For interest vs. not for interest.
6h. Produce more vs. less positive feeling
i. Produce vs. not produce sense of achievement 8
8j. Others
150
3. Nature of experience
9a. Easy vs. difficult
b. Competitive vs. not competitive 8
c. Related to self-vs. related to others 27
d. Related to task vs. related to'people 4
e. Very important vs. less important 14
f. Career.vs. not related to career 5
g. Career vs. affection 4
h. Academic vs. non-academic 26
i. Academic vs. character 1




The most salient perspective to interpret success was
the consequences of achievement under which 150
constructs (39%) were subsumed. The question of What do
I get from this event is surely an important one. Among
the wide array of possible consequences, subcategory 2f
material/ extrinsic reward vs. spiritual/ intrinsic
satisfaction was the most outstanding (N=39). Subjects
do care about the type of reward they receive, whether
it is tangible and practical or it brings
psychological /spiritual satisfaction. Followed on the
list were subjects' concern of who would be benefitted
(subcategory 2c, N=23), whose recognition was gained
(subcategory 2e, N=20) and how long would the effect
befall on him (subcategory 2b, N=15). Affective
sentiment associated with success does not necessitate
positive affect. To sum up, the consideration of
consequences is quite sophisticated and diverse aspects
of a consequence have been touched upon.
A relatively straigh t-forward way to make sense of
the otherwise chaotic world is to classify them with
reference to their nature. This tactic has also been
employed by our subjects. Category 3 was the second
significant category, 127 (34%) constructs fell into
this category, indicating subjects' striving-to create
some order on the otherwise disorder array of stimuli.
This tendency may also be interpreted as a natural
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response to the leading question: Which 2 instances are
similar to each other and thereby different from the
third?.
The two most important make-ups of category 3 were
the descriptive subcategories 3c related to self vs.
related to others (N=27) and 3h academic vs. non-
academic. The dichotimization of events into academic
and non-academic domains is more evident when
subcategories 31" academic" vs. "character" and 3j
academic vs. affection are also taken into account.
This undue emphasis is a natural extension of subjects'
situation and content of the element list into their
cognitive processes. That they are members in academic
institutions and that academic elements are so common in
their grid coupled to sensitize them to use this rather
simple and plain construct. These 3 subcategories were
combined into one in the Group Grid. Another important
dimension, subcategory 3e "important" vs. less
important (N=14) has an evaluative tone. It highlights
the possibility of successful but insignificant
experience. This possibility is especially apparent
when subjects have to recall and think of. 12 instances
within a short time span and triviality is not
unexpected.
Another issue of interest is the, spontaneous
propensity to deal with the why of achieving something,
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supporting Weiner's (1985), claim of spontaneous
attribution. 105 (27°%) constructs were attributional
dimensions. The subcategories themselves are of interest
and can reveal the relationship between experimenter-
defined types of attribution and self-elicited ones. To
date, 3 major dimensions of causality have been
identified with some certainty in attributional
researches: locus, stability and controllability (Weiner,
1979, 1939) and they can be operationalized as ability,
stable and unstable effort, task difficulty and luck
etc.. Not all dimensions are equally relevant and
important to our subjects. Among them, the dimensions
of locus and controllability are implicit in most
elicited attr.ibutional constructs while stability is more
difficult to infer. To be more exact, it is the internal
and/or controllable vs. external and/or uncontrollable
dimension as exemplified in subcategory la "personal
contribution" vs. "other's help" (N=20) that was must
often mentioned.' Though unspecified, it can be
speculated that personal contribution would be more
controllable than external sources of help. The other
two subcategories with identical dimension, subcategory
id "effort" vs. "environmental factors" (N=17) and lj
"can be controlled" vs., "beyond control" (N=10) also
topped the list and were combined when included in the
Group Grid. Explicitly delineating instances into
controllable and uncontrollable (ij) further verifies the
pervasiveness of controllability in perceiving success.
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Another locus-controllability dimension, internal-
controllable vs. internal-uncontrollable attribution, was
also found. They were expressed in subcategory le
effort vs. ability, if effort vs. wisdom, 1g
effort vs. inborn potentiality but their frequencies
were not high enough to be included in the Group Grid.
A significant deviation from research literature
concerns the importance of ability. The heated
controversy dealing with the primacy of ability-or effort
in determining achievement goal and subjective affect
(e.g. Kukla, 1978 Weiner, 1972, 1974 Covington and
Omelich, 1979a) is not yet over and opinion as to what
determines the attractiveness of success on a task are as
diverse as before. Respondents seemed to agree with
Weiner (1972,1974), Nicholls (1976) and Covinton and
Omelich (1979) that effort has an upper hand in this
process. The two ability subcategories: le effort vs.
ability and li ability vs. personality were
inferior in their quantity when comparing with the seven
subcategories- with effort as focus of attention
(subcategory 1b,to lh). Indeed the third construct pair
put in'the Group Grid was a blending of subcategories lb,
is and iii that focused on the amount of effort required
in completing.. a task. However, it is premature to
conclude definitely that effort is.more important in
determining the appeal of an achievement. In the real
world, effort for effort's sake alone is seldom found.
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It is usually grounded on the implicit assumption of
ability since one would hardly expend his strength on
doing something if he felt he was unable to do it. The
relative importance of effort and ability as
attributional construct cannot be determined without
further studies.
Personality traits also has a place in subjects'
conceptualization, a dimension also discovered by Elig
and Frieze (1978) and Wong (1986). The total absense of
task difficulty is a point worth mentioning. This is also
the case in similar researches, e.g. Willig (1978), Chan
(1986) which are also repertory grid study giving
subjects the freedom to supply their own success
experiences and no task is literally forced upon them.
It is possible that task difficulty is most valid when
the task is forced on by an experimenter (Willig, 1978).
The final choice of constructs used in the Group Grid
is listed in Table 7.
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Table 7
Constructs used in the Group Grid
Consequential constructs:
Benefit oneself vs. benefit others (2)
Bring great sense of satisfaction vs.
bring little sense of satisfaction (3)
Achievement would be recognized vs.
achievement brings personal satisfaction (7)
A help to my prospect vs.
riot a help to my prospect (10)
Bring tangible/ material benefit vs.
bring intrinsic/spiritual satisfaction (11)
Constructs on experience nature:
Personal affair vs. related to others (4)
Related to study vs. noL related to study (5)
Important vs. riot important (9)
Attributional constructs:
Gain by exerting much effort vs.
gain without exerting much effort (1)
Result contingent on cooperating with others vs.
result contingent on personal effort (6)
Depend on personal effort vs.
depend on luck or'fate (8)
Experimenter-supplied construct
Fit my conception of success-vs.'
notlit my conception of success (12)
Note: Numbers in parenthesis are orders of
constructs appear in the Group Grid.
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D. Relationship between Subject Characteristics and the
Choice of Elements
The major types of elements, namely academic
achievements, extra-curricular activities, social
relationship, social recognition, personality
development, career development and happy family life
were used as independent variables to see if.they differ
according to subjects' background characteristics.
Results indicated that subjects with different sex,
religion, school type, major, grade point average and
socio-economic status did not differ in the frequencies
with which they choose the six types of elements. Some
differences' were found among the 4 sex role groups. As
shown in Table 0, feminine subjects included more
social-relationship type elements in their grid than the
other three groups.
Table 8









On the other hand, feminine subjects refer to
recognition-related elements less often than the other 3
groups. In fact, they had not mentioned it at all (Table
9).
Table 9
Frequency of Recognition-related Elements in the 4 Sex
Role Groups
Sex Role Orientations N X




It is clear that feminine subjects are more
interpersonal-oriented and less assertive in questing for.
extrinsic reward like social recognition. This agrees
well with researches on sex differences in achievement
behaviour and motivation. No significant differences
were found between the two sexes. Thus sex role
differences in success conception appear to be a more
promising line of research and result of Stage 2 will be
discussed according to sex role orientations.
P<.01, d.f.=3
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E. Relationship between Subject Characteristics and the
Use of Constructs
The mean number of constructs elicited from subjects
was 9.3, among which 8.9 were elicited from the given
element combination in the sort column and 0.4 was from
their own choice of element combinations. Subjects with
different characteristics did not differ in the number of
constructs they provided in their grids.
Group difference in the classificatory variable of
sex, religion, school type, major, sex role orientations
and SES on the three categories of constructs did not
reach significant level. The only significant difference
was found in subjects with different level of academic
attainment. Specifically, those with higher GPA used
more attributional constructs than those with lower GPA
(Table 10).
Table 1.0
Frequency of Attributiona.l Constructs Used by Subjects






This is a very exciting-result as it reveals a
significant difference in the success construal of high
and low achiever. The tendency to ask "why" questions is
related to the achievement level of students. The hen-
egg cause-effect dilemma is unresolved in this stage of
study, but the potentialities of this cognitive variable
in mediating achievement behaviour and achievement
motivation surely warrant more in-depth and sophisticated
study in future. While existing researches on
attributional analysis of achievement motivation 'deal
with how people attribute, result here suggests that a
more fundemental question ought to be dealt with is how
often do people attribute.
F. Sex Role Orientations and Cognitive Complexity
Summation of the percentage of variance accounted for
by the first 3 principal components constitutes the score
of cognitive complexity. No significant difference was
found among the 4 sex role groups (F(3,58)=.50, n.s.).
It means that students' sex role orientation has no
bearing on the degree of complexity in construing self-
elicited success elements. The mean of the four groups
was presented in Table 11.
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Table 11
Means of the First .Three Principal Components for the
Four. Sex Role Groups in Study One








This part of the study was conducted on a group
base. By using a Group Grid with aligned elements and
constructs, portraits for typical Form 6 students and
those belong to the four sex-role groups could be drawn
and compared.
Instruments
The questionnaires used in this stage were basically
the same as the ones used in stage 1, a repertory grid
and the BSRI. There were two major differences: the
repertory grid is a Group Grid consisting of supplied
elements and constructs generated from the previous stage
and the number of element was expanded to 14 (Appendix
D). Since no more triadic comparision was made, the
"sort" column was also delected.
In, its original use as a clinical technique,
personal elicitation of elements and constructs was the
method adopted. Indeed one may say that the theorectical
base for repertory grid technique emphasizes
individuality and that by definition elements and
constructs are personal. But there .has been an
increasing tendency to use a standard form. of group grid
in which both elements and constructs are provided.
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There is some evidence to suggest that results using
provided constructs produces meaningful results (Warr and
Coffman, 1970; Nystedt, Ekehammar and Knusiner, 1976) and
are significantly related to individuasls' behaviour
(Fransella and Bannister, 1967). After reviewing
researches on elicited versus provided constructs in
repertory grid technique, Adams-Webber (1970) commented
that "both kinds of dimensions seem to be functionally
similar when grid technique is employed to assess
structural features of their cognitive system" (p.53).
There seems to be no need to be pedantic. Whether
one provides or elicits elements and constructs depends
on the purpose of the study. As we want to compare the
nature of construing among groups with different sex-role
orientations, supplied constructs and elements are
justifiable. The important rule is to obtain
representative elements and constructs. Fransella and
Bannister (1977) proposed an intuitively sound guideline
in choosing: "It's farily safe to assume that the most
commonly used constructs for the group will be meaningful
to the individual" (p.19). The same principle should
also apply to elements. Representativeness was thus
maximized by selecting only the most common elements and
constructs from a comparable group.
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The making of the Group Grid
Finding out the most common elements and constructs
presupposed the existence of satisfactory coding systems
with well-defined categories, acceptable reliability and
validity. Such coding systems have not been developed
and the making of appropriate coding systems was one
important step in this study.
1. Element coding system
The literature of content analysis makes it clear
that there is no single way to develop categories to
reveal features of. content. Researchers in this field
generally advised the use of creativity and imagination
to adopt to. the research purpose at hand (Budd and Thorp,
1963) and/or relied on established system (Yang, 1983).
Indeed Jenkins (1979), Kaltenback and McClelland (1958),
Katz (1964), Maher (1973) and Meece and Frieze (1982) had
put forward various taxonomies to classify domains of
success. Unfortunately most of these categories were
either too broad or too vague for the present purpose
with the exception of Meece and Frieze's taxonomy. Sole
reliance on this was nevertheless not enough because of
differences in target group (their sample was elementary
and college students). and the unresolved question of
cross-cultural relevancy of their American systems. It
could at best serve as a guide of possible related
categories in this area.
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Consequently appropriate-categories were identified
by the writer's study of the actual content itself and
made up categories accordingly. To establish validity of
this scheme, a judge was asked to classify the same
content in ways she considered reasonable. The two
systems bore close resemblance to each other. A 14-
category coding system was established with subsequent
refinement. The subcategories, which could be regarded
as the operational definations of categories, were
determined likewise. The scheme was further improved by
asking two raters to classify a sample of elements with
this system. A study of their divergence in assignment
provided valuable insight to make changes. The final
coding system was shown in Appendix E. Two judges were
then invited to classify the elements.
2. Construct coding system
Not all constructs were used in devising this
system. Besides the exclusion of non-communicable.,
excessive permeable, impermeable, superficial and vague
constructs aforementioned, those that were definitional
in nature (e.g. "has happened" vs. "not yet happened"),
non-bipolar and those with one pole missing were also
excluded, resulting in a final pool of 382 codable
constructs.
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The procedures used to make this system were similar
to those in making the element categories. The
pervasiveness of attribution in daily life (Weiner, 1985)
and past research (Chan, 1986) suggested the possibility
of an attribution dimension. A preliminary coding system
with four categories and related subcategories was made
after studying the constructs. Two raters then
classified a sample of the constructs with reference to
this system. Their suggestion was adopted to improve on
it. The final. construct coding system had three
categories of similar breadth and inclusiveness (See
Appendix F). Constructs were then categorized by two
judges.
It should also be noted that the subcategories were
intentionally kept detailed to reveal clearly the
otherwise hidden idiosyncratic experience and dimensions
of perceptions. When elements and constructs were
selected for the Group Grid, it was necessary to combine
those with similar nature and/or content to make given
items more. inclusive and quantifiable.
3. The selection of supplied elements.and constructs
Some coalescence of element and construct
subcategories was done. With respect to past success,
subcatgories 2b (gain prize/ good performance in sport)
and 2c (gain prize in competitions/ activities other than
sport) were subsumed under the rubric of gaining prize
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in extra-curricular activities or competitions".
Similarly, future success subcategories 3a (good job,
emphasizing intrinsic qualities) and 3f (being a
professional) were combined since both reflected the
intrinsic attraction of a job and was termed "get a job I
like /desired". In addition, category 8 (improvement in
personality) appeared in high frequencies in both types
of success-but its frequency was lowered when broken into
subcategories. In order not to downplay this category,
it was included in the Group Grid as "improvement in
personality or behaviour" in the section of future
success.
With reference to construct, subcategories lb (long-
term effort vs. short-term effort), is (require much
effort vs. require less effort) and lh (effort vs. non-
effort) shared the common point of stating whether "great
effort was needed in accomplishing a task, they were thus
combined to "gain by exerting much effort" vs. "gain
without exerting much effort". Affective consequencies
(subcategories 2e and 2f) were now summarized as "bring
great sense of satisfaction" vs. "bring little sense of
satisfaction". Concerning the nature of experience,-the
differentiation into academic and non-academic sphere
stood out clearly and the related subcategories (3h, 3i,
3j) were glued together as "related to study" vs. "not
related to study".
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Bipolarity of constructs was expressed in two ways
(Yorke, 1983): (a) opposition by cut, in which there is
a clear boundary between one pole and the opposite (e.g.
" benefit oneself" vs. "benefit others"); and (b)
opposition by scale, in which a gradation exists between
limiting values (e.g. "bring great sense of satisfaction"
vs. "bring little sense of satisfaction". Ambiguity of
meaning could be reduced in this way.
The final Group Grid was a 14x12 grid.. Element list
was expanded to 14 to accommodate a wider spectrum of
possible success concepLions. Among the 12 constructs
supplied, 11 were chosen from subjects' responses in
stage 1. An additional one: "fit my conception of
success" vs. "not fit my conception of success" was added
to tap the relevancy of the provided elements.
Subjects
278 students from 3 boys' schools, 3 girls' schools
and 5 coeducational schools served as subjects in this
part. After discarding 38 questionnaires for
incompleteness of data and obvious misinterpretation of
the instruction in the Group Grid, the total sample
amounted to 240. Their characteristics were schematized
in table 12 and 13.
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Table 12
Distribution of Sex, Major, Types of School of the Sample
in Study Two
MaleSex Female
S.T. Boy's Coedu. Girl's Coedu. Total
school school school school
Major
Ax is 10 14 39 53 116
Science 51 49 13 11 124
Total 61 63 52 64 240
Note: S.T.= school type Coedu. school=coeducational
school
Table 13
Distribution of Sex aria Sex Role Orientation of the
Sample in Study Two
Sex Male Female Total
Sex Role
Masculine 26 17 43
Feminine 17 47 64
Angrogynous 41 30 71
40Undifferentiate 22 62
124Total 116 240
Representative sample was not stressed in the study
for a number of reasons. In the first stage of in-depth
interview, the length of time needed (about one and a
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half hours) actually excluded the availablity of some
students and therefore subjects were interviewed on an
available basis. WiL}i a less difficult and time-
consuming task in the second stage, more students were
"available" to help. But the limited availablity of
resources makes a community-wide sampling design out of
the question. In spite of these constraints,
diversification of subjects in sex, school type etc. were
still maintained to make the comparison more meaningful.
Procedure
The questionnaires were administered on a group
base and, depending on practical situations, were either
completed in class or at home. Detailed instruction was
added. The teachers involved explained the procedures to
the students and warned the students against the danger
of reversing the rating scale. Students could ask
questions before they started. It took on average about




The Group Grids completely aligned by both elements
and constructs were analyzed by the SERIES program to
produce a consensus grid for the whole group. From this
consensus grid a picture of the average or typical group
member was drawn. It then was analyzed by the INGRID
program and a rich array of data was provided. Then four
consensus grids for the four sex role groups were
separately done to compare their system of construal.
B. Quantitative analysis
As in Study One, oneway ANOVA using the sum of the
first three principal components generated by the INGRID
program as dependent variable and sex role orientations
as.independent. variables was done to investiagate the




A. Rcliauility and Validity of Instrumcnts
The reliability of the BSRI was satisfactory.
Cronbach's Alpha for the 20-Item Masculinity Scale was
. 85 and .76 for the Femininity Scale.
No reliability coefficient had been obtained for the
Group Grid as practical constraints made repeated
administration of the same grid difficult. But of-fort has
been expended to maximize its validity. Two of Cronbach
and Meehi's (195.5) categories of validity of
psychological tests were examined: content validity, i.e.
the extent to which a test is composed of a
representative sample from the relevant universe and
construct validity, i.e. the extent to which the test can
measure what it is supposed to measure. Although
repertory grid is not a psyhological test, this category
provides a useful base for discussion.
The laborious procedure in intensively interviewing
every subject and the practice to include only the most
frequently mentioned elements and constructs in the Group
Grid were measures to enhance its content validity.
This can further be affirmed if the supplied
elements in the Group Grid really tap subjects'
phenomenology of success. Ratings of elements on
construct 12 fit my conception of success vs. not fit
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my conception of success were taken as an indicator of
element relevancy. This is shown in Table 14. The lower
the rating, the higher the degree of relevancy.
Table 14
Mean Rating of the Elements on Construct 12
XElement
3.251. Praised by others
2.602. Good result in HKCE
3.753. Task accomplishment
2.754. Having or maintaining friendship
3.195. Won prize in activities
2.556. Good internal results
3.247. Holding office in school clubs
3.028. Improvement in personality
2.559. 'Have a well-paid job
2.2410. Happy family, good spouse
2.1011. Further studies
2.7412. Gain good reputation
2.4913. Make more friends
2.1014. Have'a desired job
N=240
The mean rating was 2.75. Keeping in mind a general
tendency for subject to avoid extreme ratings., a mean of
2.75 is satisfactory. When past and future success were
considered independently, the mean rating for future
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instances was significantly lower than that for acquired
success (t(1,239)=8.48, p<001). The list of future
success is more valid in representing subjects' own
cherished notion of success.
B. Structural Analysis
1. Result of the Whole Group
Correlations between constructs
The first issue in which we are interested is to
examine how the experimenter-defined construct fit my
conception of success vs. not fit my conception of
success is construed by the subjects. Table 15
Indicated that this construct was very highly correlated
with C94 important (r=0.89), C2 benefit oneself
(r=0.85), C10 a help to my prospect (r=0.80), C3
brings great sense of satisfaction (r=0.75) arid C1
gain by exerting much effort (r=0.73). When subject
said This is what.I meant by success,. he was at the
4. A construct would be represented by its number in
the Group Grid and preceded by the letter C, e.g.
Cl=construct 1. To simplify the description, only the
emergent pole of a construct would be written out.
When. the corif idence level is set at 99%, the critical
point for significant correlation is 0.16. The large
sample makes a small correlation coefficient
significant and most correlations are significant.
To render the discussion more focused and-managable,
our discussion of construct relation will limit to




CORRELATIONS BETWEEN CONSTRUCTS FOR THE WHOLE GROUP
C1 C2 C3 C4 C5 C6 C7 C8 C9 C10 C11 Cl2
Cl 0.86a 0.77a 0.65a 0.67a -0.63a 0.26a 0.47a 0.61a 0.68a 0.55a 0.73a
C2 0.77a 0.44a 0.66a -0.44a 0.09 0.28a 0.87a 0.82a 0.31a 0.85a
C3 0.51a 0.42a -0.36a -0.04 0.09 0.60a 0.43a 0.15 0.75a
C4 0.65a -0.94a 0.40a 0.64a 0.09 0.27a 0.49a 0.21a
C5
-0.67a 0.68a 0.53a 0.43a 0.79a 0.65a 0.50a
-0.37a -0.70a -0.17b -0.39a -0.55a -0.24aC6
0.55a -0.24a 0.29a 0.58a -0.16bC7
0.02 0.22a 0.30a -0.09C8




same time saying " This is important to me. This
brings me benefit. This facilitates my future
development. This gives me feeling of satisfaction.
This is a result of much effort". Among these 5 closely
correlated constructs, three of them (C2, C3 and C10)
were about the consequences of achieving, another (C9)
was an evaluative component and C1 was an attributional
description. It is quite possible that when subjects
have to determine whether something could be regarded as
successful, the most salient criteria are the possible
rewards the events bring, rather than entertaining the
question of "why" or "how" that thing is achieved.
Examining these 5 constructs in greater detail
further demonstrates the relationship among them.
Cl "gain by exerting much effort" was highly
correlated with C2 "benefit oneself" (r=0.86), C3 "brings
great sense of satisfaction" (r=0.77) and C12 "fit my
conception of success" (r=0.73). It was contrasted with
C6 "result contigent on cooperating with others" (r=-
.63). The clustering of Cl, C2, C3 and C12 into a tight
group means that these constructs are functionally
similar to o.ne another. When subjects perceived their own
effort as instrumental to some achievement, this not only
produced benefit but they would also be infused with deep
sense of satisfaction as result so attained was congruent
with their own success conception.
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The correlation pattern of c-2 "benefit oneself" wae
highly similar to that of the first one. It was also
highly correlated with C12 "fit my conception of success"
(r=0.85) and C3 "brings great sense of satisfaction"
(r=0.77). This was not unexpected as Cl and C2 were
closely related. A scan through its correlation pattern
dissected their construal system more. Its correlation
with C9 " important" (r=0.87) and C10 a help to my
prospect" (r=0.82) further demonstrated that an
experience is considered successful, satisfying and
important when it facilitates future development. This
interpretation gains more ground when the correlation
pattern of C9 and C10 was examined. C9 "Important" was
correlated with C10 "a help to my prospect" at a high
level (r=0.78) and both were closely related to C12 "fit
my conception of success" (r=0.89, 0.80 respectively).
C12 also bore close semantic resemblance to C3 brings
great sense of satisfaction (r=0.75). A tightly-knitted
cluster of constructs is clear. A common theme threads
up Cl, C2, C3, C9, C10, C12. An experience is construed
successful and at,the same time important if the person
feels he is responsible for the outcome that brings
benefit, sense of satisfaction and.promises for tomorrow.
A consequence-oriented and effort-oriented interpretation
of successful experience is evident.
The single construct that related to a member of
this cluster but did not belong to it was C5 "related to
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studies" which was highly correlated with C10 "a help to
my prospect" (r=0.79). Things that are about studies are
construed in terms of their role in future development.
In addition it is correlated with C7 "achievement would
be recognised" (r=0.68), C2 "benefit oneself" (r=0.66)
and C11 "brings tangible/material benefit" (r=0.65). In
this light, academic success is not only a stepping stone
to future success in general but also to rewards that are
often perceived on a zero-sum basis in particular, e.g.
recognition and material benefit. It is interesting to
note that the recognition it induced was not considered
a candidate in this success conception (r for C7 and C10
was -.16, p.01) and things that brought tangible reward
were not necessarily important (r for C9 and C11 was .06,
p.01). The feeling towards academic success is fairly
contradictory. AttribuLionally speaking, academic
achievements were gained by exerting much personal effort
(r for C1 and C5 was 0.6) and were less likely to be
contingent on cooperation (r for C5 and C6 was -0.67).
Not all constructs with consequence and attribution
In tone were correspondent with respondents' success
conception. This could be shown by the negative
insignificant correlation between C12 "fit my conception
of success" and C8 "depend on personal effort" (r=-.09,
p.01). It is puzzling to find that achievement resulted
from personal effort is not related to one's perception
of success in face of the high correlation between C12
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and Cl aforementioned. Some clues lied in the relatively
lower though still significant correlation between C1 and
C8 (r=.47). Much effort is not necessarily personal
effort. While C1 focused on the amount of effort
exerted, C8 concerned whether one's effort was essential
to accomplish a task at all. Perhaps_.effort is so taken
for granted in success construal that the latter question
is redundant to the entire construct system.
Personal effort was endowed with special meaning in
our sample. It was negatively related to C6 result
contingent on cooperating with others (r=-.7). Personal
effort and other's cooperation differed markedly when
their relationship with C3 Brings great sense of
satisfaction, C9 important and C12 fit my conception
of success were taken into account. While C8 depend on
personal effort was insignificantly correlated with
them, C6 had negative significant correlation with them.
It means that cooperating with others is not satisfying,
not important and not relevant to one's conception of
success. Cooperation is clearly negatively connoted'.
Putting the pieces together, the evaluation of the
3 attributional constructs followed a clear order of
positiveness: work done with much effort in contrast with
little effort is better than work done by self in
contrast with luck or fate and is in turn better than
cooperation with others. Undoubtedly, cooperation is not
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cherished as much as personal contribution. It is
therefore legitimate to label our subjects effort-
oriented.
Distances between elements
Besides studying the relationship between constructs,
the relationships between elements are also of interest.
This is reflected by the distances between elements
(Table 16): the smaller the distance, the more similar
they are construed by the person.
The smallest distance was that between E2 "good
result in HKCE" and E6 "good internal result" (0.23).
Indeed the. three elements concerning academic matters
were close together. E2 was close to Ell "further
studies" (0.35), and so did the distance between E6 and
Ell (0.34). This high degree of similarities is
indicative of their being construed similarly along the
dimensions used. This would be confirmed when the
relationship between elements and constructs is examined
later.
Scholarly successes were not far from E12 "gain good
reputation". The distance between it and good result in
HKCE, "good internal result" and "further studies" were
0.67, 0.63 and 0.70 respectively. Sirftilarly the
distances between these three and E9 "a well-paid job"
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TABLE 16 DISTANCES BETWEEN ELEMENTS FOR THE WHOLE GROUP
E1 E2 E3 E4 E5 E6 E7 E8 E9 E10 E11 E12 E13 E14
El
0.96 0.78 0.92 0.37 0.85 0.88 0.60 0.83 0.99 1.08 0.63 0.98 1.02
E2
1.68 1.29 1.02 0.23 1.58 1.00 0.70 1.13 0.35 0.67 1.25 0.74
E3
1.20 0.80 1.54 1.03 0.96 1.38 1.31 1.74 1.24 1.25 1.50
E4
0.87 1.21 0.90 0.72 1.12 0.5B 1.34 0.92 0.42 1.04
E5
0.92 0.90 0.71 0.79 0.90 1.10 0.55 0.89 1.03
E6
1.54 0.89 4.70 1.07 0.35 0.63 1.19 0.72
E7
1.02 1.23 1.20 1.70 1.07 1.06 1.47
E8
0.83 0.87 1.08 0.71 0.84 0.90
E9
1.00 0.70 0.38 1.06 0.73
E10








were short, a unanimous 0.70. A certificate with flying
colours and a place in the highest institutions were
invaluable means to earn reputation and money. Another
element with short distance from E12 was E5 won prize in
extra-curricular activities (0.55). However when
satifactory school work was related to El praised by
others, a seemingly semantically similar element with
E12, the distances increased. In other words, while
success in studies and recognition were construed
similarly, academic achievements and praise were not. The
distances between E1 and the three academic-related
elements were generally greater (0.78, 0.85, 1.08 for E2
good result in HKCE, E6 good internal result and E11
further studies respectively) than those between E1 and
the three academic elements. A possible reason for this
discrepency lies in a hidden dimension which
differentiates. being praised and gaining good
reputation. While the latter requires the presence of
but an abstract audience with less intense human
involvement, being praised calls for more direct human
participation. Does this mean that academic success and
human relationship are conceptually different elements?
Result here, undoubtedly, yields an affirmative
answer. The incompatibility of these two types of
instances is vivid when carefully examined. The three
elements focusing on interpersonal relationship, namely
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E4 maintenance of friendship, E10 ideal spouse and
happy family, E13 make more good friends, were close
to one another. The distance between E4 and E10 was
0.58 that between E4 and E13 was 0.42 and that between.
E10 and E13 was 0.24, the second shortest distance among,
all pairs. As with academic success, these three
elements can be regarded as a group. The internal
coherance of these two clusters makes their
incompatibility all the more discernable.
Table 17
Distances Between Academic Type and Relationship Type
Elements
E2 E6 E11 E4 E10 E13
E2 0.23. 0.35 1.29 1.13 1.25
E6 0.35 1.21 1.07 1.19
Ell 1.34 1.13 1.28
E4 0.58 0.42
E10 0.24
Table 17 shows that the. distances. between the
components of these two clusters are all above 1, with
the largest distance between E4 Maintenance of
friendship and Ell further studies (1.34). meaning
these two element categories would be very differently
construed.
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Not all elements can be grouped together under a
certain heading. Two elements were always-far away ftom
all other elements. For E3 task accomplishment, inter-
element distances were over .1 with the exception of the
E3-El (being praised) pair (0.78) and. E3-E5 (won prize
in extra-curricular activities) pair (0.80). Perhaps
the ability to assemble something and create some gadget
may lead to praise and equip one better in extra-
curricular activities. But the distances between them
and academic elements were generally great. Another
element that shared the same fate was E7 holding office
in school clubs. Most of its distances with other
elements were over 1. Again, the distances between it
and academic elements were great. Thus it seems that a
Form 6 student has a trichotimized success construal
system, in which academic achievement, interpersonal
relationship and other instances are differently
interpreted.
Relations between elements and constructs
The relationship between constructs and elements can
be clearly presented by constructing geometrical diagram
from the specifications of the components. A one-
dimensional line graph showing the variation among the
elements along the axis of a certain component can be
made from plotting the positions of them with reference
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to their loadings in this component. The meaning of this
component is represented by constructs highly loaded on
it. Both the explicit and the implicit poles are used in
this representation. Taken as a whole, the figure will
show the dispersion of the elements in a specific
construct space.
As shown in Figure 1, the first component accounted
for 53% of the grid variance. The five constructs loaded
highly on it were Cl gain by exerting much effort vs.
gain without exerting much effort, C2 benefit oneself
vs. benefit others, C5 related with studies vs.not
related with studies, C10 a help to my future vs. not
a help to my future and -C65 result contingent on
personal. effort vs. result contingent on cooperation.
Thus successful instances were differentiated on a
dimension of requirung much personal effort and providing
personal benefit vs. requiring less personal effort and
have no direct personal benefit on oneself. In other
words, it is a bidimensional component including
attribution, mainly in terms of amount of effort, and
consequences of achievement, in terms of possibility of
direct personal benefit.
5. A negative sign before the construct number
indicated the referral to the implicit pole of a
construct in describing the emergent pole of a
component.
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Total percentage of the three components: 86.3%
First component: 53.29%
require not much effortRequire much effort vs.C1
benefit othersvs.Benefit oneselfC2
not related with studiesvs.C5 Related with studies
vs.C10 A help to prospect not a help to prospect




C7 Being recognised personal satisfactionvs.
-C9 Not important vs. important
vs.C8 By personal effort by luck /fate
-C6 vs. by cooperationBy personal effort
C4 Personal affair vs. related to others
-5 5 1.0-1.0 0
Key:
Number of the element
Figure 1 Line Graph of the First Three Principal
Components for the Whole Group
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Third component: 9.68%
related to othersvs.Personal affairC4
-C7 being recognizedPersonal satisfaction vs.
-C10 vs. help prospectNot help prospect




4 Number of the element
Figure 1 Line Graph of the First Three Principal
Components for the Whole Group (Con't)
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The dispersions of elements on this component
represent the extent to which the subjects perceive a
certain event as a result of much effort or less effort
and whether direct benefit is possible. It is
interesting to notice two major groups of elements
occupying the explicit pole exclusively. Academic
success: further studies (Ell), good result in HKCE (E2)
and good internal result (E6), in order of magnitude,
required most personal endeavour and was seen as most
beneficial to a person. Ideal career, whether conceived
in terms of job desirability (E14) or monetary reward
(E9), was second to academic success on this pole.
Gaining reputation (E12), a close correlate of E9, was
also on this pole. In contrast, the building up of
interpersonal relationship was seen as not demanding much
personal effort and giving little direct benefit to
oneself. Two-elements were distinctively seperated from
the rest on the implicit pole: holding office in school
clubs (E7) and task accomplishment -(E3), meaning they
were best described by the meaning of the implicit pole.
The picture protrayed here corresponds well with results
in Distances between elements. Academic and
relationship type of successful instances had been shown
dichotimized there, but the dimension on which this
dichotimization took place was revealed only with
reference to the first principal component.
154
A second independent component to make sense of
successful instances can be inferred from the second
principal component which accounted for 2396 of the grid
variance. Constructs making up this component were C7
achievement would be recognized vs. achievement brings
personal satisfaction, -C9 important vs. not.
important, C8 depend on personal effort vs. depend on
luck /fate, -C6 result contingent on personal effort
vs. result contingent on cooperating with others and C4
personal affair vs.related to others. This component
is also bidemensional: an attributional as well as a
consequential one. Elements were represented as leading
to recognition and required internal, controllable
effort vs. leading to self satisfaction and demanded
external, uncontrollable source of help. The making of
more friends (E13) and good marital relationship (E10)
were most closely associated with satisfaction but were
at the same time the least controllable and yielded to
external forces such as luck and fate. Maintenance of
friendship (E4) and finding a good 'job .(E14) were
similarly perceived. The contrast between academic and
relationship success also showed up here. The
satisfaction gained through success in studies was more
extrinsic. in that it was mainly perceived as a means to
gain recognition, and yet it was more controllable and
stable. They know 'they can make it if they work hard.
Of the three academic elements, the two representing past
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accomplishment were especially perceived in this manner.
To get a place in tertiary education institutions
lies both in the hand of oneself and external forces.
Other reputation-related instances such as improvement
in personality and behaviour(E8), gain good reputation
(E12) and having a well-paid Job (E9) were likewise
able to be earned by personal effort and be admired.
As in component 1, task accomplishment (E3) was
distant from most elements, except praised by others
(El). Previous explication threw light on its peculiar
status. Component 1 informed us that it was perceived as
being able to bring benefit to the person. Thus its
extreme loading on the explicit pole of this component
may more precisely be interpreted with reference to its
internal controllability rather than its recognition-
producing property.
The third component accounted for 9.68% of the total
variance, a much smaller percentage in comparison with
the fisrt.two. The constructs in order of their loadings
on it were C4•personal affair vs. related to others,
-C7 achievement brings personal satisfaction vs.
achievement brings recognition, -C10 a help to my
prospect vs. riot a help to my propect, -C11 brings
intrinsic/spiritual satisfaction vs. bring tangible
/material benefit and C3 bring great sense of
satisfaction vs. bring little sense of satisfaction.
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This depicted a bipolar component in which achievements
are either able to bring great intrinsic satisfaction but
with no practical benefit or bring practical benefit but
have little satisfaction. The dispersion of the elements
along this component was different from the former two.
Component 1 had the most evenly distributed dispersion
along the two poles while element dispersion in component
2 was skewed to the positive pole, but in both cases two
groups of elements were explicitly differentiated on the
dimension. Though component 3 had similar range of
element loading as component 2 (-.6 to +.7), elements on
component 3 were mainly confined within the +.3 to -.3
region. This lacking of gradation means the
dichotimization into extrinsic practical and intrinsic
unpractical satisfaction should not be taken too rigidly
and elements were likely to elicit both types of
satisfaction. This applied particularly to those
elements in the +.l to -.1 range: the three academic
elements (E2, 6,,11), being praised (El), won prize in
extra-curricualr activities (E5) and making more friends
(E13). The two other relationship elements were in the
+.2 to -.2 range. Hence academic and relationship
successes are satisfying in rather similar ways with
respect to this dimension the differences between them
as previously shown vanished.
Instead of simply examining the- components




Emergent pole of a construct
Implicit pole of a construct
Figure 2 Composite Diagram for the Whole Group
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diagrams combining the results of the three components
at a time. The composite diagram illuminates
associations between particular elements and constructs
and whether they fall in line with any component or not.
When this is done, surface of a sphere can be used, and
the poles of the axes for the elements and constructs are
mapped on it from the loadings of the three components.
INGRID. lists the polar coordinates given by the
components to simplify the mapping. The bipolar nature
of a construct necessistates the marking of a construct
by both poles but one point is enough for the elements.
To obtain the polar coordinates for the opposite pole of
a construct, we subtract 180 when the horizontal
coordinate is positive and add 180 when it is negative
and change the sign of the vertical coordinate.
The composite diagram (Figure 2) summarized the
major characteristic of subjects' success construal.
Constructs were well differentiated into three clusters:
01,2,3,9,10,12 as one group, C4,-C6 and C8 as another,
and C5,7,11 as the third indicating near identical
semantic meaning of the constructs in each cluster. The
three academic elements (E2,6,11) were clearly
distinguished from those about interpersonal
relationship.. (E4, 10, 13). Academic success was most
closely associated with C1 gain by exerting much
effort.. C2'benefit oneself, C4 personal affair, C5
related to studies, -C6 result contingent on personal
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effort, C8 depend on personal effort, a close
correspondence with component 1. Having a well-paid job
(E9) and recognition (E12) were perceived as being able
to bring tangible reward (C11) and recognition (C7) and
were largely related to studies (C5). This link with
studies connected them with the three academic elements
to form a loose cluster. Relationship matters, especially
the inainteriance of friendship (E4), were contrasted on
external attributional construct as they were most
closely related to C6 and -C8. The reason behind the
indifferent attitude towards cooperation is made clear.
Othier's help (C6) was related' with luck and fate (C8)
that is totally beyond one's control. With respect to
consequence, social Lies were more able to satisfy a
person intrinsically.
A good job (E14) was distinguished from other
elements in terms of C12 fit my conception of success
,C9 important, C3 bring great sense of satisfaction
and C2 benefit oneself aiid is no doubt the most
valuable success.after which students will strive. The
distances of the academic and relationship cluster from
C12 and C9 were more or less the same, though the
academic cluster was a bit closer. In sharp contrast to
1l4 were El praised by others and E5 won prize in
extra-curricular activities which were least able to
capture subjects' phenomenology of success. The
implication of the two always isolated elements: task
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accomplishment (E3) and office holding (E7) was also made
clear. Task accomplishment, together with improvement in
character (E8) were not regarded as a help to a person's
future (-C10). Being executives in school clubs did not
bring much satisfaction, as observed from the close
distance between E7 and -C3 bring little sense of
satisfaction.
The inclusion of three components in the
composite diagram is therefore not just repeating what is
known, but it also reveals some construct-element
relationships which are confounded when components are
individually treated. As the first three components
account for over 80% of the total variance in the grid,
we can be quite certain of its usefulness in indicatig
the relationship between the constructs and elements.
161
2. Result of Masculine Subjects
Results of this group of 43 subjects are similar to.
the results of the whole group. The following discussion
will focus mainly on differences which may contribute to
a better understanding of masculine subjects and will
follow the same general outline as previously used.
Setting the confidence level at 95%, the critical
value is 0.30. The experimenter-provided-C12 fit my
conception of success, as in the general result,
correlated highly with C9 important, C10 a help to my
prospect, C2 benefit oneself, Cl gain by exerting
much effort and C3 brings great sense of satisfaction
(see Table 18). The consequences of an event played an
important role in determining whether it would be
regarded as a success. As long as benefit, satisfaction
and prospect were probable, the event was appraised
positively as a success. But unlike an average member,
success was insignificantly correlated with C4 personal
affair' (r=.23, p.05) and C6 result contingent on
cooperative effort (r=-.13, p.05). Their perception of
cooperative effort is less negative by regarding other's'
collaboration less incompatible with the construal of
success. In the same vein, C6's insignificant negative
correlation with C7 achievement would be recognised
(r=-.08), c9 important (r= -.08) and C1b a help to my
future (r=-.18) means that other's effort was on the
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TABLE 18
CORRELATIONS BETWEEN CONSTRUCTS FOR MASCULINE SUBJECTS












0.85a 0.74a 0.58a 0.64a -0.49a 0.25b 0.45a 0.59a 0.67a 0.56a 0.72a
0.79a 0.55a 0.61a -0.42a 0.10 0.31b 0.78a 0.70a 0.34b 0.75a
0.65a 0.44a -0.43a 0.03 0.17 0.42a 0.32b 0.23 0.63a
0.57a -0.88a 0.21 0.64a 0.12 0.17 0.39a 0.23
-0.48a 0.64a 0.53a 0.43a 0.78a 0.60a 0.49a
-0.08 -0.59a -0.08 -0.18 -0.35b -0.13
0.49a -0.21 0.30b 0.49a -0.16





whole more appreciated. This inference is substantiated
by examining the correlation betweenit and C9 and C12.
While an average member linked this construct with C9 and
C12 in a negatively significant way, the same did not
hold true for this group. C6 was not significantly
correlated with C9 and C12, though the relationship was
still a negative one. They are less likely to regard
cooperation as unimportant and not fitting their own
conception of success. Moreover, describing something as
personal affair (C4) was also now unrelated to other's
recognition (C7) (r=.21) and future (C10) (=.17). Taken
as a whole, masculine subjects seemed to be more
receptive to cooperation and less positive towards things
relating to oneself. They may be,in some sense, less
individualistic than the group as a whole.
Table 19 showed that the distance between elements
did not deviate from the general structure in any
significant way. The divergent stance of academic and
relational success remained the outstanding feature,
indicating the contrasting way they were construed.
Reputation and earning money was conditional on acquiring
good scholastic record. Task accomplishment (E3) and
holding office in school clubs (E7) were as isolated as
before.
The way they related constructs and elements took
closely after the general-picture (Figure 3). The first
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TABLE 19 DISTANCES BETWEEN ELEMENTS FOR MASCULINE SUBJECTS
E1 E2 E3 E4 E5 E6 E7 ES E9 E10 E11 E12 E13 E14
E1
0.98 0.78 0.83 0.46 0.83 0.88 0.57 0.89 0.98 1.09 0.67 0.86 1.01
E2
1.59 1.27 1.05 0.28 1.60 0.98 0.73 1.08 0.44 0.84 1.24 0.79
E3
1.16 0.84 1.46 1.18 1.00 1.42 1.34 1.67 1.27 1.19 1.44
E4
0.88 1.15 0.85 0 .60 1.09 0.70 1.31 0.87 0.49 1.11
E5
0.86 0.96 0.78 0.87 0.96 1.11 0.60 0.86 1.08
E6
1.46 0.89 0.59 0.98 0.37 0.68 1.12 0.74
E7
1.00 1.33 1.27 1.70 1.02 0.97 1.55
E8
0.79 0.86 1.07 0.71 0.74 0.90
E9
0.9B 0.68 0.55 1.03 0.74
E10








component accounted for the largest proportion of
variance, 50.4% of the grid. The constructs making it up
were identical with the general picture. The only
difference lies in the replacement of C6 result
contingent on cooperation vs. result contingent on
personal effort by the relative insignificant loading of
C3'bring great sense of satisfaction vs. bring little
sense of satisfaction. This did not alter the core
meaning of this component much. It is still a more
personal effort, more personal benefit vs. less personal
effort, less direct personal benefit component. The
locations of elements on it was nearly identical as the
whole group. Achievements in scholastic field and career
were seen as similar in their attributions and
consequences and were contrasted with interpersonal
relationship as a whole.
The second component which accounted for 20% of the
variance was the same recognition producing, personal
effort dependent vs. self-satisfying, external forces
dependent dimension. The constituent'constructs matched
those of the whole group. There were a few reversals of
element positions in the middle region but these
reversals took place within narrow range and did not
affect the interpretation hitherto given. The
satisfaction producing relationships were attributed to
external, uncontrollable reasons while other instances
were more within one's control.
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Total pezcentage of the three components: 83.33%
First component: 50.39%
-Cl Require not much effort vs. require much effort
-C2 Benefit others vs. benefit oneself
-C5 Not related with studies vs. related with studies
-Cl0
vs.Not a help to prospect a help to prospect
-C3 Little satisfaction vs. much satisfaction
-5-1.0 5 1.00
Second component: 20.03%
-C9 Not important vs. important
C8 By personal effort VS. by luck /fate
C7 Being recognized VS. personal satisfaction
-C6 By personal effort VS. by cooperation




Number of the element
Figure 3 Line Graph of the First Three. Principal
Compoents for Masculine Subjects
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Third component: 12.91%
C7 Being recognized vs. personal satisfaction
C6 By cooperation vs. by personal effort
C4 Related to others vs. personal affairs
C10 vs.Help prospect not help prospect




Number of the element
Figure 3 Line Graph of the First Three Principal
Components for Masculine Subjects (Con't)
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The third component accounted for 9.68% of the total
variance in the grid. The content of this component was
actually a combination of the first two components and a
mixture of the consequences, attribution and nature of
the elements. If an abstraction had to be made, it could
still be regarded as an extrinsic vs. intrinsic
satisfaction dimension, and on top of it we should notice
the external-internal attribution. It was therefore
better labelled an extrinsic satisfaction-external
attribution vs. intrinsic satisfaction-internal
attribution dimension. This modification in taxonomy did
not dramatically affect the distribution of the elements
on it, only that the meaning attached to the elements
changed somewhat. Getting a desired job and having good
marital relationship were now on the intrinsic
satisfaction-internal attribution pole. With the bearing
of the first two components in mind, perhaps these two
elements were more fully represented by the satisfaction
this component denoted than the related attribution
pattern. The complexity which a principal component, a
primarily mathematical abstraction, represents is
illustrated here.
A more direct way to unmask the intricate way in
which the elements were construed is by surveying the
composite diagram (Diagram 4). The more positive
appraisal of this group to other's help gained further




Emergent pole of a construct
Implicit pole of a construct
Figure 4 Composite Diagram for Masculine Subjects
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distance with the negative pole of C8 depend on luck and
fate. More controllability had been invested in
cooperation and this might explain why they were less
hostile to the idea of joint effort.
Maintaining and building friendship (E4 and E13) were
similar in their being externally attributed to luck and
fate. But marital relationship was not related to
attributional constructs. It was moderately associated
with three constructs indicating its intrinsic quality,
namely -C7 achievement brings personal satisfaction, C9
important and C12 fit my conception of success.
Marital relationship was perceived more by consequences
than causes. Having a desired job (E14), formerly
described by the latter two constructs, was now construed
in terms of the amount of satisfaction (C3) it induced.
Nevertheless, it was still highly relevant to their-
subjective theory of success. E12 gaining good
reputation was swung to the negative pole of the third
component and could be seen as a nearly perfect oppsite
to E14. This is further supported by its moderate
association with C7 achievement would be recognised.
The extrinsic quality of E12 was remarkable. Its polar
position had separated it from its original academic
matter and well-paid. job cluster. Apart from these
changes, the pattern of construct-element relationship
resembled that of the general picture.
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3. Result of Feminine Students
Setting the confidence level at 95%, the critical
value for this group of 62 subjects is .25. Feminine
subjects shared with an average member and their
masculine counterparts a consequence-oriented and effort-
oriented interpretation of achievement. The cohesion
among C1 gain by exerting much effort, C2 benefit
oneself, C3 bring great sense of satisfaction, C9
important, C10 a help to my propect and C12 fit my
conception of success justified our considering them a
construct cluster (Table 20). But feminine subjects were
unique in the way they construe C5 relate with studies.
They were the only group who did not think academic
matters were in any significant way linked with their
success construal, as indicated by the correlation
between C5 and C12 (r=.20, p.05). C5 was. also
insignificantly correlated with C3 (r=.21, p.05) and C9
(r=-.07, p.05). Generally speaking, things related with
studies were clearly very negatively construed. They
were conceived as neither, important nor satisfying.
To probe into the construal of academic matters
required careful study of its correlates. Its extremely
high correlation with C4 personal affair (r=.94, the
highest r among all pairs) provides a key to unlock this.
peculiarity. Academic matters were basically the same as
personal affairs and personal affairs were anything but
unrelated to the construal of success. It was not
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TABLE 20
CORRELATIONS BETWEEN CONSTRUCTS FOR FEMININE SUBJECTS
Cl C2 C3 C4 C5 C6- C7 C8 C9 CIO C11 C12
Cl 0.84a 0.65a 0.33a 0.45a -0.60a 0.33a 0.46a 0.60a 0.69a 0.45a 0.77a
C2
0.66a 0.18 0.3p -0.47a 0.11 0.23 0.86a 0.80a 0.09 0.84a
C3
0.22 0.21 -0.25b 0.02 0.16 0.55a 0.30b -0.11 0.65a
C4
0.94a -0.60a 0.45a 0.37a -0.21 0.10 0.39a 0.07
C5
-0.66a 0.63a 0.41a -0.07 0.36a 0.54a 0.20
C6
-0.50a -0.76a 0.23 -0.47a -0.49a -0.3P
C7
0.66a -0.22 0.32b 0.59a 0.12
C8








correlated with C2 benefit oneself (r=.18, p.05), C3
bring great sense of satisfaction (r=.22, p.05), C9
important (r= -.21, r.05), C10 a help to my prospect
(r=.10, p.05) and C12 fit my conception of success
(r=.07, P.05), an exact opposite of the aforementioned
construct cluster. Personal matters brought no benefit,
satisfaction, significant impact to the future and could
not be equated with success. The only difference between
C4 and C5 was that academic affairs had better
utilitarian values. It could at least bring benefit and
help to pave way for future.
Was this downplaying of personal affair indicative of
the less individualistic nature of feminine subjects?
The correlation of C4 personal affair with the two
internal-external attributional constructs, C6 result
contingent on cooperating with others and C8 depend on
personal effort provided some useful hints. Though it
correlated significantly with them (r=-.60, and .37 for
C6 and C8 respectively), its correlations with them were
the lowest among the four sex role groups and the average.
members. This* could tentatively be assumed that they
might be a bit more open to other's cooperation and less-
insistent on depending on personal effort to accomplish
personal achievemenL-. Another noteworthy difference from
previous finding was the appearance- of a positive
correlation between C6 and C9 important (r=.23, p.05)
that nearly reached the significant level. For all other
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groups, C6 was negatively correlated with all other
constructs. Feminine, subjects seemed to be less persona).
effort oriented than an average Form 6 student. But with
its negative significant correlation with C10 a help to
my future (r=.47), cooperation did not seem to give
practical benefit.
The picture so far portrayed exposed the conflicting
attitude feminine students hold toward the notion of
cooperation. They are ready to construe cooperation more
positively, but the hard fact of reality deter them from
doing so. Personal effort was not highly regarded. As
with personal affair, C8 depend on personal effort was
not significantly correlated with C2 benefit oneself
(r=.23, p.05), C3 bring great sense of satisfaction
(r=.16, p.05), C9 important (-.06, p.05), C10 a help
to my prospect (r=.18, p.05) and C12 fit my conception
of success (r=-.01, p.05). Achievement brought about
through individual effort were not much cherished either.
Anyhow both C4 abd C8 were significantly correlated with
C7 achievement would be recognised- and. C11 bring
tangible/materialistic reward (for C4, r=.45 and .39
respectively for C8, r=.66 and .59 respectively). Such
extrinsic reward makes personal effort and personal
matter what Chinese call'ed' chicken rib.
We'll now look at the distances between the elements
(Table 21). Conforming to the general result, good
internal results and success in examinations were
175
TABLE 21 DISTANCES BETWEEN ELEMENTS FOR FEMININE SUBJECTS
E1 E2 E3 E4 E5 E6 E7 E8 E9 E10 E11 E12 E13 E14
E1 0.88 0.71 1.34 0.45 0.83 0.77 0.55 0.81 1.00 1.06 0.65 0.96 0.96
E2 1.49 1.58 0.91 0.25 1.42 0.83 0.83 0.93 0.38 0.64 1.05 0.65
E3
1.40 0.76 1.42 0.81 0.94 1.19 1.25 1.62 1.12 1.15 1.33
E4
1.30 1.54 1.29 1.18 1.45 1.08 1.68 1.36 0.97 1.30
E5
0.83 0.84 0.72 0.75 0.86 1.00 0.53 0.84 0.94
E6
1.42 0.77 0.85 0.91 0.32 0.64 1.01 0.65
E7
0.95 0.9B 1.21 1.59 0.94 1.06 1.26
E8
0.77 0.87 0.99 0.65 0.76 0.74
E9
1.05 0.87 0.36 1.03 0.78
E10








construed similarly and the distance between them was
small. The dichotimization of'academic achievements and
interpersonal ties took on a slightly different form.
The two future-oriented relationship, namely building of
satisfying marital relationship (E10) and making more
friends (E13) were, as usual, close to each other. Past
experience of maintaining friendship (E4) was,
unexpectedly, far away from all other elements, including
those of the same type. Its distances with academic
achievements were also the greatest in the four sex role
groups (Table 22).
Table 22
Distance between E4 (Maintenance of Friendship) and
Academic Elements and Relationship Elements in the Four
Sex Role Groups
E2 E6 E11 E10 E13
1.27 1.15 1.31 0.70 0.49Masculine
1.58 1.54 1.68 1.08 0.97Feminine
1.30 1.19 1.18 0.55 0.48Androgynous
1.20 1.00 1.18 0.58 0.39Undifferentiated
Its isolation from all other elements is indicative
of the peculiarity attached with past friendship. What
this peculiarity is would probably be revealed in the
following principal component analysis (Figure 5).
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Total percentage of the three components : 83.75%
First component: 46.73%
Require much effortC1 vs. require not much effort
Benefit oneselfC2 VS. benefit others
C10 vs.A help to prospect not a help to prospect
-C6 Personal effort vs. other's cooperation




-C9 Not important vs. important
C7 Being recognised vs. personal satisfaction
C4 Personal affair vs. related to others
C5 Related with studies vs. not related with studies
vs.By personal effortC8 by luck /fate
-1.0
Key
Number of the element
Figure 5 Line Graph of the First Three Principal
Components for Feminine Subjects
5
-5 0 5 1.0
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Third component: 9.13%
Cll Tangible reward VS. spiritual satisfaction
-C3 Little satisfaction VS. much satisfaction
C10 vs.Help prospect not help prospect
-C4 Related to. others vs. personal affairs
C7 Being recognized vs. personal satisfaction
-5 5 1.0-1.0 0
Key:
4 Number of the element
Figure 5 Line Graph of the First Three Principal
Components for Feminine Subjects (Con't)
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The first principal component, accounting for 46.73%
of the total variance, was a quantity-of-effort
attribution and recipient-of-benefit dimension as it 'Was
for the other two groups. Constructs loaded on this
component included Cl gain by exerting much effort vs.
gain without exerting much effort, C2 benefit oneself
vs. benefit others, C10 a help to my prospect vs.
not a help to my prospect,-C6 result contingent on
personal effort vs. result contingent on cooperating
with others and C5 related to studies vs not related
to studies. The dispersion of elements parallelled with
the other groups, only that E4 maintenance of
friendship was loaded at the extreme point of the
implicit pole and was construed as requiring least
personal-effort and having no direct benefit on oneself.
E4 once more loaded at the far end of the implicit
pole of the second component which was an internal
attribution, recognition gaining vs. external
attribution, internal satisfaction dimension, and
accounted for 27.89% of the total variance. Past
friendship produced lots of satisfaction but was also
most at the mercy of-external uncontrollable forces. This
held true for other groups, only that the feminine
subjects tended more to associate this element with this
feature. Other reversals of positions could-be found on
the emergent pole of this component but the change was
usually negligible. The exception was E7 holding office
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in school clubs which was seen as more able to lead to
recognition and required more personal effort than it was
regarded in other groups.
The third principal component which accounted for
9.13% of the grid variance was the familiar practical
benefit with little satisfaction vs. great intrinsic
satisfaction but impractical dimension. The close
dispersion of elements within narrow range disappeared in
this group, suggesting a more clearcut distinction into
intrinsic and extrinsic satisfaction for feminine
students. Making more friends in future (E13) and happy
marital relationship (ElO) were more clearly placed at
the intrinsic satisfaction end than the other groups.
The special status of E4 noticed before showed up again.
It was seperated from the other two future-oriented
elements and was on the extrinsic satisfaction pole.
That it was near E7 holding office in school clubs.E12
gain good reputation and, to a less extent, E9 a well-
paid job made the practical benefit interpretation more
feasible. This is especially so when cross-checked with
the second component in which E7,9,12 were recognition
producing. However it is hard to conceive how past
friendship brought practical benefit. The complication
involved in'*making sense of principal component is plain
to seen again.
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The composite diagram (Figure 6) helped to unearth
some puzzles unresolved in previous analysis. C4
personal affair, -C6 res.ult contingent on personal
effort and C8 depend on personal effort were clustered
as usual. The addition of C5 related to study and C7
achievement would be recognized demonstrated the close
link between personal effort and academic affair. This
interpretation was reinforced when the three academic
elements (E2,6,11) were also best interpreted by another
construct of similar nature, Cl gain by exerting much
effort. These three elements were fairly close to C12
fit my conception of success and C9 important,
indicating their relevancy -in subjects' success
construal.
The picture was more gloomy for cooperation.
Cooperation was equated with luck (see the closeness of
C6 and -C8) and it was also close to -C5 not related to
studies. A stereotypic perception of feminine subjects
was shown by their dichotimizing academic and non-
academic affairs in terms of attribution. Non-academic
affairs mainly referred to E4 (past friendship) which was
construed as extremely uncontrollable. No other element
was so construed. This extreme fatalistic interpretation




Emergent pole of a construct
Implicit pole of a construct
Figure 6 Composite Diagram for Feminie Subjects
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Similarities with other groups could still be
observed. An ideal job (E14) was still the most important
and most relevant element in one's subjective conception
of success. Academic successes were the next close to
C12 fit my conception of success and C9 important.
Making more friends in future (E13), having good spouse
(ElO) and maintaining friendship (E4) followed on the
list. Getting praise (El), accomplishing task (E3),
winning prize in extra-curricular activities (E5),
holding office in school clubs (E7) and developing
personality (E8) were all construed in terms of the
implicit pole of C9.and C12. The construal of activities
by feminine subjects were in general cruder than the
other groups.
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4.Result of Androgynous Subjects
Androgynous students used C12 fit my conception of
success in ways similar to other groups. Setting the
confidence level at 95%, the critical value is 0.23 for
these 71 subjects. Table 22 showed that C12 was
correlated with C9 important (r=.95), C2 benefit
oneself (r=.75), C3 bring great sense of satisfaction
(r=.72), C10 a help to my future (r=.70). But its
correlation with C11 brings tangible/material reward
was insignificant (r=.07, p.05), indicating reward
represented by C9,2,3,10 might not be the material type.
This interpretation was in part supported by the
insignificant correlation between C11 and C3 bring great
sense of satisfaction (r=.05, p.05) and C9 (r=.06,
p.05). Material benefit is not important or satisfying
though it provided other. attractions.
With reference to attribution, they were less effort-
oriented in that they did not relate C12 fit my
conception of success with Cl gain by exerting much
effort as closely as other groups did (r=.47).
Moreover, as masculine subjects, C12 was insignificantll
negatively correlated with C4 personal affair (r=-.01,
p.05) and C6 result contingent on other's cooperation
(r=-.06, p.05). But without other accompanied
alternation in the construct correlation pattern, this
assertion is not firmly grounded. The most notable way
the same negative evaluation associated with cooperation,
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TABLE 22
CORRELATIONS BETWEEN CONSTRUCTS FOR ANDROGYNOUS SUBJECTS
Cl C2 C3 C4 C5 C6 C7 C8 C9 C10 C 11 C12
Cl 0.79a 0.71a 0.62a 0.64a -0.63a 0.27b 0.49a 0.51a 0.61a 0.54a 0.47a
C2
0.82a 0.37a 0.63a -0.39a 0.07 0.24b 0.84a 0.74a 0.28b 0.75a
C3
0.28b 0.42a -0.23b -0.13 -0.16 0.72a 0.44a 0.05 0.72a
C4 0.66a -0.95a 0.41a 0.50a 0.01 0.32a 0.54a -0.07
C5
-0.75a 0.65a 0.56a 0.43a 0.80a 0.66a 0.33a
C6
-0.41a -0.59a -0.11 -0.45a -0.63a -0.06
C7 0.58a -0.25b 0.33a 0.59a -0.32a








e.g. cooperation as not requiring effort but in the power
of fate and luck (see the negative correlation between C6
and C8). Apart from this difference, what applied to the
general group was applicable to them. They resembled an
average typical member more than the other groups.
The distances between elements also conformed to the
general pattern (Table 23). Academic elements (E2, 6, 11)
were grouped tightly in contrast to relationship elements
(E4,10,13). It is expected that the two domains would be
construed in very dissimilar ways. Gaining reputation
(E12) was closely related to good results in studies,
prize in extra-curricular activities (E5) and a well-paid
job (E9). Tangible rewards contributed to the earning of
reputation..
In the comparison of constructs and elements, the
typical pattern with the first component accounting for
about half of the grid variance, 50%, was shown (Figure
7). It was represented by C5 related with studies vs.
not related with studies, Cl gain by exerting much.
effort vs. gain without exerting much effort, C2
benefit oneself vs. benefit others, C10 a help to my
prospect vs. not a help to my prospect and -C6 result
contingent on personal effort vs. result contingent on
cooperating'* with others and made sense of the elements
with respect to amount of effort required and the
possibility of benefitting oneself. Elements located on
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TABLE 23 DISTANCES BETWEEN ELEMENTS FOR ANDROGYNOUS SUBJECTS
E1 E2 E3 E4 E5 E6 E7 E8 E9 E10 E11 E12 E13 E14
E1
1.00 0.81 1.00 0.41 0.87 0.77 0.63 0.82 0.98 1.08 0.65 1.07 1.01
E2
1.69 1.30 1.03 0.25 1.52 1.06 0.67 1.15 0.34 0.66 1.32 0.83
E3
1.33 0.82 1.56 1.02 1.00 1.37 1.31 1.74 1.26 1.35 1.52
E4
0.90 1.19 0.92 0.75 1.17 0.55 1.27 0.97 0.48 1.01
E5
0.92 O.B4 0.71 0.80 0.90 1.10 0.60 0.90 1.07
E6
1.41 0.95 0.66 1.04 0.33 0.59 1.21 0.76
E7
0.86 1.17 1.09 1.54 1.01 1.06 1.32
E8
0.82 0.80 1.07 0.71 0.90 0.90
E9
1.05 0.68 0.45 1.21 0.86
E10








Total percentage of the three components: 85.34%
First component: 50%
not related with studiesvs.Related with studiesC5
require not much effortvs.Require much effortCl
benefit othersvs.Benefit oneselfC2
not a help to prospectvs.C10 A help to prospect







-C7 Personal satisfaction vs.
by personal effortvs.-C8 By luck /fate
little satisfactionvs.Much satisfactionC3






4 Number of the element
Line Graph of the First Three PrincipalFigure 7
Com onents for Androgynous Subjects
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Third component: 8.33%
related to othersVS.Personal affairsC4
-C10 VS. help prospectNot help prospect
-C7 being recognizedPersonal satisfaction VS.





4 Number of the element
Figure 7 Line Graph of the First Three Principal
Components for Arigrogynous Subjects (Con't)
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this component were like the other groups. The familiar
academic-relationship contrast was found here.
Some minor changes occurred in the second
component. It was characterized by C9 important vs.
not important, -C7 achievement bring personal
satisfaction vs. achievement would be recognised, -C8
depend on luck /fate vs. depend on personal effort,
- C4 related to others vs. personal affair but C3
bring great sense of satisfaction vs bring little
sense of satisfaction was also included. The essence of
this component did not change with this new member, only
that it is now more clearly a satisfaction related
component. Good interpersonal relationship (E4,10,13)
and a desired job (E14) gave most contentment task
accomplishment (E3) and other's praise (El) were the
opposite.
The third component was made up of C4 personal
affair vs. related. to others, -ClO not a help to my
prospect vs.a help to my prospect, -C7 achievement
bring personal satisfaction vs. achievement would be
recognized, -C6 result contingent on personal effort
vs. result contingent on cooperating with others and C3
bring great sense of satisfaction vs. bring little
sense of satisfaction. It was a combination of the
first two components, making it a dimension
differentiating instances on whether they required
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personal effort and produced no practical benefit or they
required other's assistance and produced practical
benefit. Extrinsic-intrinsic satisfaction was less
clearly represented than the general result. The spread
of elemenLs on it was parallel with the general pattern,
with some unavoidable but negligible shifts. Elements
were clustered in the mid range of the two poles,
blurring the practical benefit-non practical benefit
distinction.
That the androgynous group typified the whole-group
result is further demonstrated in the high degree of
similarity in its composite diagram with the general one
(Figure 8). The usual cluster of school success around
Cl gain by exerting much effort, C2 benefit oneself
and C5 related to studies is apparent. A well-paid job
(E9) and recognition (E12) were linked to the academic
cluster due to their mutual connection with C5 and were
interpreted in light of attributional constructs: Cl
gain by exerting much effort, -C6 result contingent on
personal effort and C8 depend on others' help as well
as consequential ones: C2 benefit oneself and C11
brings tangible/material benefit. Academic achievements
were internally attributed. A desired job was the most
important and most relevant in one's regard of success.
There were some minor differences. The importance




Emergent pole of a construct
Implicit pole of a construct
Figure 8 Composite Diagram for Androgynous Subjects
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was similar since the two domains were nearly equidistant
to C9 and C12. In addition, the usual constellation of
-C4 related to others, C6 result contingent on
cooperating with others and -C8 depends on luck and
fate also changes when -C8 adhered, in this case,
more to -C11 bring intrinsic/spiritual satisfaction
and -C7 achievement brings personal satisfaction.
Future friendship (E13) and marriage (ElO) were close to
this trio. Though success in interpersonal relationship
was at the mercy of luck and fate, they nevertheless were
seen as a good source of spiritual satisfaction. This
link of uncontrollable factors and satisfaction were not
shown in other groups. A well-paid job and recognition
were described by the other pole of this trio.
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5. Result of Undifferentiated Subjects
The way undifferentiated subjects construed the
experimenter-supplied C12 fit my conception of success
was quite similar to the other groups. Setting the
confidence level at 95%, the critical value is 0.25 for
this group of 59 subjects. It was closely related with
C10 a help to my future (r=.84), C2 benefit oneself
(r=.84), C3 bring great sense of satisfaction (r=.82),
C1 gain by exerting much effort (r=.78) and C9
important (r=.77) (Table 24). The emphasis on
consequences in using C12 is what could be expected with
the finding of the previous groups in mind. What
characterized this group is the unprecedented
significance invested to C11 bring tangible/material
benefit (r=.56). The usual correlation coefficient
between C11 and C12 was around .30 and its correlation
with C12 was insignificant in the feminine and
androgynous result. Only in this group did the
coefficient reach such a high level.
When the correlation pattern of Cli bring tangible
/material benefit was studied in detail, it was found
that it was the only group that perceived things
beneficial to prospect in terms of C3 .bring great sense
of satisfaction (=.42). These two constructs were
insignificantly correlated in all other groups. Their
emphasis on material benefit cannot escape our attention.
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TABLE 24
CORRELATIONS BEIWEEN CONSTRUIS FOR UNDIFFERENTIATED SUBJECTS
Cl C2 C3 C4 C5 C6 C7 C8 C9 C10 C11 C12
C1 0.84a 0.83a 0.54a 0.72a -0.68 0.11a 0.52a 0.64a 0.67a 0.62a 0.78a
C2 0.71a 0.37a 0.74a -0.45a 0.07 0.40a 0.89a 0.87a 0.49a 0.84a
C3 0.44a 0.48a -0.39a 0.06 0.20 0.60a 0.50a 0.42a 0.82a
C4 0.48a -0.79a 0.28b 0.53a 0.08 0.10 0.43a 0.20
C5 0.61a 0.59a 0.47a 0.52a 0.76a 0.69a 0.67a
0.24 -0.75a -0.22 -0.27b -0.56a -0.26bC6
C7 0.30a -0.24 0.14 0.57a 0.04
C8 0.19 0.16 0.34a 0.02




This interpretation came to an abrupt end when the
insignificant correlation between C11 and C9 important
(r=.21) was included in the picture, though this
correlation coefficient was much higher than other groups
already. If material reward fitted success conception,
brought satisfaction but was unimportant, what then was
important? C9 important was highly correlated with-C2
benefit oneself (r=.89), and C10 a help to my future
(r=.84), and as mentioned above, C12. Notwithstanding
the insignificant correlation between C11 and C9, the
general message conveyed was that undifferentiated
students seemed to concern reward, especially tangible
ones, more seriously than other members. All rewards
were significant except those related to recognition.
This could be inferred from the insignificant correlation
between C7 achievement would be recognized and C12 fit
my conception of success (r=.04, p.05), C9 important
(r=.24, p.05), C2 benefit oneself (r=.07, p.05)., C3
bring great sense of, satisfaction (r=-.06, P.05) and
C10 a help to my prospect (r=.17,- p.05). The special
place of recognition in undifferentiated subjects'
construct system is perhaps a function of its
attribution. C7 was not correlated with Cl gain by
exerting much effort (r=.11, p.05) and reached a near
significant. level with C6 depend on cooperating with
others (r=.24, p.05). Recognition was perceived to be
not a result of highly cherished effort but of the lowly
regarded cooperation.
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With reference to distances between elements, Table
25 revealed that achievements related to. studies were
seen as similar and were contrasted with satisfying
interpersonal relationship. However, the distances among
the three academic elements were relatively greater. The
usual .20 to .40 range was widened to .40 to .60 range.
Since the distance was still small, no significant
implication would be arisen from this small increase.
Good scholastic record (E2,6,12), together with a well-
paid job (E9) were in close distance and would be
construed similarly.
In examining the relationship between constructs and
elements, only two components would be studied as only
two were found significant.
The first component accounted for 54.67% of the
variance and therefore it denoted a major dimension of
perceiving success. It,is the familiar requiring much
effort and producing personal benefit vs. requiring less
personal effort with no direct personal benefit dimension
which was subsumed by Cl gain by exerting much personal
effort vs. gain without exerting much effort, C2
benefit oneself vs. benefit others, C5 related with
study vs. not related with study, C10 a help to my
prospect vs. not.a help to my prospect and C3 bring
great sense of satisfaction vs bring little sense of
satisfaction (Figure 9). The loadings of the elements
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TABLE 25 DISTANCES BETWEEN ELEMENTS FOR UNDIFFERENTIATED SUBJECTS
E1 E2 E3 E4 E5 E6 E7 E8 E9 E14 E11 E12 E13 E14
E1 0.96 0.79 0.81 0.33 0.85 0.95 0.70 0.90 0.89 1.05 0.64 0.85 1.00
E2 1.66 1.20 1.03 0.44 1.58 1.10 0.48 1.15 0.54 0.58 1.18 0.74
E3 1.17 0.75 1.50 1,06 0.96 1.50 1.25 1.73 1.28 1.19 1.53
E4 0.82 1.10 0.93 0.76 1.15 0.58 1.18 0.91 0.39 1.06
E5 0.97 0.88 0.75 0.89 0.84 1.11 0.62 0.79 0.99
E6
1.58 0,82 0.53 1.13 0.62 0.59 1.13 0.72
E7 1.21 1.51 1.11 1.63 1.24 1.01 1.55
EB 0.94 0.92 1.10 0.82 0.83 0.95
E9 1.05 0.48 0.41 1.08 0.66
E10 1.08 0.83 0.23 0.74




Total percentage of the two components: 74%
First component: 54.60%
require not much effortvs.Require much effortCl
benefit othersVS.Benefit oneselfC2
not related with studiesvs.Related with studiesC5





VS. personal satisfactionBeing recognizedC7
VS.By personal effort by luck /fateC8
VS. related to othersPersonal affairC4
-C9 VS. importantNot important




4 Number of the element
Ficure 9 Line Graph of the First Two Principal
Components for Undifferentiated Subjects
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on this component resembled the general pattern except E9
a well-paid job which was at the extreme end of the
emergent pole. Having a well-paid job would require much
effort but also bring more benefit to oneself.
The second component, which accounted for 19.4% of
the grid variance, was a combination of attribution and
consequence. It was composed of C7 achievement would be
recognized vs. achievement bring personal
satisfaction, C8 depend on personal effortvs. depend
on luck /fate, C4 personal affair vs. related to
others, -C9 not important vs. important and -C5 not
related with studies vs related with studies. Some
elements, e.g. academic achievements (E2,6,11), winning
prize (E5), personality development (E8) and a job with
good salary (E9) required personal effort and
accomplishments produced recognition. On the other hand,
good interpersonal relationship (E4,10,13), a desired-.job
(E14) and holding office in school clubs (E7) satisfied
oneself more but they required others' help which was a
matter of luck and fate.
The composite aiagramr (Figure 10) for the first two
components confirmed the more sparse distribution of the
three academic elements. It is interseting to find the
three academic elements coalesced with-the two elements
G. Points for elements and constructs are plotted by




Emergent pole of a construct
Implicit pole of a construct
Figure 10 Composite Diagram for Undifferentiated Subjects
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on career (E9,14) and the one on recognition building
(E12) to form a.cluster. Within this cluster, a desired
job and a well-paid job were at equidistance from Ell
further studies. Tertiary education was important for
it was seen as a stepping stone for a good job, in both.
intrinsic and extrinsic sense. However important
material benefit was, a desired job was still the most
suitable candidate in the people's subjective world of
success. Other achievements in study, including good
results in HKCE and in internal examination, were
characterized by C11 brings tangible/material benefit.
This emphasis on the extrinsic value of education could
be testified by the closeness between E9 a well-paid
job and C5 related to studies.
Another feature of undifferentiated respondents lied
in the near identical position of C12 fit my conception
of success and C10 a help to my future. So conceived,
success was equivalent to whatever facilitated one's
future development. This is noteworthy since success was
twined with importance in all other groups. The',
closeness of.C12 and C9 important was still remarkable,
but is less impressive than .that of C10 and C12.-
Relating this feature with the finding about construct
relations, it is. reasonable to. assert that
undifferentiated subjects were more pragmatic than an
average subject-in the sample. Not only did they stress
the extrinsic function of education, they also construed
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success to a large extent in terms of the future benefit
it induced.
Elements on relationship formed a tight cluster and
were perceived as producing personal satisfaction (-C7),
relating to others (-C4) and depending on luck and fate
(-C8). This was similar to other groups. Elements that
least fitted their conception of success were the usual
El praised by others, E5 won prize in extra curricular
activities and E3 task accomplishment.
C. Sex Role Orientations and Cognitive Complexity
The four sex role groups did nor differ from one
another in their degree of complexity in construing
success (F (3,236)= 2.01, n.s.). Sex role orientations
does not. seem to have an effect on the extent of
cognitive complexity in success construal when elements
and constructs were'supplied (See Table 26).
Table 26
Means of the First Three Principal Components for the
Tour Sex Role Groups in Study Two









1. The most frequently mentioned attained success
included success in activities, academic attainment,
social relationship, development in personality,
gaining reputation and accomplishing a task.
2. Future success referred mainly to career
achievement, academic attainment,family relationship,
personality development, success in activities and
social relationship.
Taken as a whole, these categories of success fit well
with the 4 types of goals stated in the hypothesis and
that success elements related to ego and social
solidarity goals are more numerous than those on.. task
goal and extrinsic reward,
3. Success was construed,in 3 major dimensions, namely
in order of magnitude, consequence of outcome, nature
of experience and-attribution.
With the exception of nature-of-experience type
construct, the other two have been stated in the
hypothesis.
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4. Androgynous and undifferentiated subjects did not
differ in their degree of complexity. in construing
success from sex-typed individuals, both when elements
and constructs were self-elicited and when they were
provided in the Group Grid. This disconfirm what was
hypothesized.
5. Success was determined with reference to the
consequence an instance brought and the reasons
attributed to its achievement, with the former being
more closely related to success construal. When a
person feels he is responsible for an outcome that
brings benefit, produces sense of satisfaction and
enhances future development, he is more likely to
consider it a success.
6. Academic achievements and recognition-related
success, e.g. a well-paid job, were construed
similarly in terms of both consequence and
attribution. Their attainment depended on exerting
much personal effort'and tangible benefits were
expected.from them.
7. Success in interpersonal relationship was sharply
contrasted with academic and status attainments.
It was'externally attributed to other's cooperation
which was likened to luck or fate. Though no direct
tangible benefit was expected, it was more able
to give intrinsic satisfaction.
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8. The instance that best fitted students' subjective
success conception was having a job that one liked.
The opposite was true for others' praise, task
accomplishment and good performance in past extra-
curricular activities.
9. The 4 sex role groups exhibited similar success
conceptions and yet each had its characteristics:
a) Masculine subjects were more positive towards
cooperation and less positive towards personal
pursuits.
b) Feminine subjects dichotomized achievements in
study and relationship sharply and had a
stereotypic fatalistic explanation for good
relationship. They perceived it as a matter
of luck and fate- more than any other groups.
c) Results of androgynous subjects' typified an
average Form 6 student, but they tended to
attach similar importance to academic and
interpersonal success.
d) Undifferentiated students emphasized the
extrinsic value of education and were the most
pragmatic group as success was equated with
anything that promoted their future development.
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Implications and Directions for Future Research
We started by asking the question of adolescents'
subjective conception of success which is operationalized
as what are regarded as success and how these are
instances construed. PCT and, more specifically, the
repertory grid technique, prove to be promising in
unveiling the often neglected and hidden subjective world
of an individual.
With respect to the latter question, researchers have
also called it preferred achievement orientation (Duda,
1985) or instrumental behaviour patterns to pursue
relevant goals (Fyans et al., 1983). The prominence of
attribution in determining whether something is perceived
as successful can hardly be overlooked. This assertion is
reinforced in the present study when attribution was
found to be one of the three main perceptual dimensions
and as a constituent in the first two principal
components of all subjects. However the finding tells us
more than what the literature suggests.
In the academic context, all students seemed to
emphasize trying hard as the most important means to
achievement. This is in vein with Weiner (1974) and
Covington and Omelich's (1979a) proposition that effort
is particularly salient in school. Though our study is
not a cross-cultural one, some cross-culture comparisons
can still be made and intriguing phenomenon revealed.
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Indeed no significant cultural variations could be
found in the attributional style when studying, was
concerned. The notion of expending effort to strive
for academic and career success is recognized in American
students (Duda, 1985 Katz, 1964 Nicholls, 1985
Triandis et al., 1972), Mexican students (Duda, 1985),
Japanese adults (Maehr and Braskamp, 1986) and the 30
cultures sampled by Osgood et al.'s data on affective
meaning (Fyans et al.,, 1983). This result is surprising
when we consider previous literature which suggested that
Chinese as Eastern culture and American as Western
culture stress distinct cultural values (e.g. Hsu,
1971 Bond and Hwang, 1986). Traditional Chinese are
socially oriented (Yang, 1981), highly collective
(Hofstede, 1980) and that great weight is given to the
anticipated reaction of others in deciding upon their
behaviour, whereas Westerners are more individualistic
and refer more to their own personal standards in making
the same decisions. Relating this to Duda's (1985). 3
value clusters that are held important in influencing the
goal and means of success: (1) the emphasis on individual
vs. group identity, (2) the preference for competitive
vs. cooperative interpersonal relationship, and (3) the
predominant prespective on time, we are quite confident
that Chinese would be distinguished from Americans in the
first-two value clusters, and this would manifest in the
American's being more ability-oriented and the Chinese's
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more effort-oriented because effort is more effective in
bringing social approval than individual ability when
something is done (Maehr and Nicholls, 1980). But
research showed that both American and Chinese students
were effort-oriented in attributing for school success.
The prime role of effort in the meaning of success is
highlighted. It has been uncovered in a large-scale
study (Fyans et al.,1983) that there was a core set of
meanings which appeared to have cross-cultural validity
and that these. meanings encompassed the goals and means
to success. The cross-culturally generalizable factor
suggested the importance placed on effort and a
deemphasis on family and interpersonal relationship. In
his most recent publication after 25 years of research on
motivation, Maehr made, undoubtedly, a brave and
provocative statement: In the past, we have questioned
that possibility in criticizing the work of David
McClelland (1961). We now are beginning to wonder
whether he and Max Weber were right in general principle,
though perhaps incorrect in some of the details (Maebr
and Braskamp, 1986, p.213). The accusation that
McClella.nd's theory is ethonocentric should be made with
reservation in view of the uniformity discovered. The
more essential question is what these details are.
The similar attributional outlook of Chinese and
Americans can be resorted to different interpretations.
The increasing degree of modernity tends to convey some
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individualistic outlook to Chinese's collectivistic
orientation (Yang, 1981, 1986) and place modern Chinese
closer to modern Americans. The similarity can also be
related to the practice and attitude of child rearing in
Hong Kong in which parental concerns for competence and
achievement are on the increase (Ho and Kang, 1984 Ho,
1986), thus corresponding- more to the independence
training stressed in the West. Yet a more important
realization is the presence of specific subcultural value
structures operating within a particular domain of
experience across diverse cultures.
The subcultural value structures operating within
academic context are probably similar in many cultures.
Academic setting is always construed as an open system in
which initiative leads to success. Diligence is
therefore, a high virtue in school and is a respectable
.avenue to success. Teachers also dispense reward and
punishment according to the amount of effort students
exerted rather than how bright they are (Covington and
Omelich, 1979a Weiner, 1972). The moral connotation of
student effort is hardly a culture-specific emphasis.
The lesson we learn here has important bearing on
cross-cultural research. Instead of opting
indiscriminately for cross-cultural- differences and
making culture an omnipotent explanatory. variable, more
attention should be focused on the specific group and the
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specific domain of events, we are investigating. When
Maehr (1974, 1978) advanced the socio-cultural
interpretation of achievement motivation, his delineation
of socio-culture was broad and general and seemed to
refer to culture as a whole. A refinement of this
variable is evident when it is termed a sociocultural
matrix that includes norms, guidelines and prescriptions
that any group of individuals hold in common (Maehr and
Braskamp, 1986, p.184). The group need not be a certain
culture as a whole which is too large a unit of analysis
as a monolithic culture is hard to find. Group diversity
within a culture must be considered. Therefore it is
more fruitful to extend the notion of sociocultural
context to include both subcultures and domains of
instance as unit of analysis in cross-cultural study of
achievement motivation.
Thus, instead of studying Chinese and American
achievement motivation in general, more meaningful
comparison may be made when this is specified as
adolescents' achievement motivation in school context.,
across the-two cultures. The narrowing down of target
research population and research focus is indeed an.
emerging trend An the area of achievement motivation.
For example, more researchers are advocating for cohort-
specific study of achievement, e.g. Frieze (1984), Meahr
and Kleiber (1981), Maehr and Braskamp •(1986) whereby
different success conceptions and attributional styles in
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target research population need to be incorporated into
research and theory. Life-long conceptualization of
development, e.g. Erikson (1963) and Levinson et al.
(1978), suggest rather directly that individuals are
likely to invest their energies in different ways and to
varying degrees at different times in their lives. Along
the same line of reasoning, success in various domains
would el.icit different explanations. Our study indicated
that interpersonal relationship was very differently
attributed from-.academic success. While it has been
recognized that adolescent achievement can be channelled
in different ways (Castenell, 1983), no serious attempt
has been made to include different spheres as achievement
instances. A more clearcut delineation of sociocultural
context into subculture and domain terms is needed to
discover whether the external and somewhat fatalistic
attribution in interpersonal relationship is unique in
our subjects or is also a pancultural phenomenon.
A difficult conceptual issue has to be dealt with is
whether' interpersonal relationship should be regarded as-
achievement at all since goals and individual
responsibility in reaching the goals are indispensible in-
researcher's definition of success (cf. Maehr, 1974
Maehr and- Nicholls, 1980). What if an individual
perceive something as a goal and yet does not feel
responsible for its outcome? Should it be included as a
legitimate candidate in the study of achievement or
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should we adopt the usual-tactics of ignoring it? The
dilemma cannot be resolved without a more open-minded
conceptualization of attribution and more importantly, a
designation of the relative weight to goal and
aLtribuLiuri in defining success. Without doubt, personal
goals would be more important within the. PCT framework.
Contextualizing the finding in attributional theory
of achievement motivation indirectly supports our
analysis of the subjects. Attributiorial judgements are
made by using certain informational cues. Effort is
referred to more frequently when an event is important
(Frieze, 1976 Frieze and Bar-Tal, 1980 Weiner, 1972)
whereas luck is mentioned in outcomes that is independent
and random or when one expects more fluctuations than
what reality confers (Weiner, 1974 1984). It supports
the finding that academic success is important whereas
relationship is largely a random matter.
Attributions also affect one's affective reactions
and expectancies and subsequent achievement behaviour
(Weiner et al., 1978). Besides the general affect of
elation and happiness (Weiner, 1986), other locus-
dependent affective reactions also coexist. Effort leads
to pride and luck gives rise to surprise. Subjects
experienced more intense affect when they have made
effort to achieve than when they are helpless in a task.
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Ascribing cause to stable vs. unstable causal
dimensions determines expectancy. For effort, which can
be stable and unstable, there will be moderate increment
in expectancy after success, and for unstable dimension
like luck, expectancies for continued success will be
lowered once goals are attained. Nevertheless,
attributing to unstable causes is not necessarily bad.
Contrary to the success case, explaining things by
unstable factor serves adaptive function as this helps to
retain some expectancy when goals are not reached because
things are simply unstable arid perhaps one's will may
work out someday somehow. This is an important
psychological protective shield for subject. The
external unstable attribution to frienship is not a
totally unfortunate thing. Nevertheless, it would still
be to students' advantage if they held a more positive
view of cooperation. Schools may design some programs to
imprint the positive value of cooperation in students'
mind. The pessimistic idea on relationship building also
calls for more thoughtful, intensive and well-planned
methods and programs to facilitate students' mastery of
interpersonal communication skills and a more balanced
concept of friendship so that their confidence in this
area can be enhanced and -establish. more satisfying
friendship.
The more unfortunate thing is the extrinsic meaning
attached to learning. Academic success is seen as a
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means to get a well-paid job and to gain reputation. The
idea that learning should increase one's wealth and
status is most likely to be associated with academic
alienation and the least likely to be accompanied by
commitment to learning and satisfaction with schooling
(Nicholls, 1985). To make learning a more satisfying
experience, attention to students' educational goals and
the way teachers incalcate this to students should be
more heeded. A related thing that school can do is the
training given to students with respect to career choice.
Since the choice of a self-desired job is such- an
important element in students' success conception,
students should be guided through the difficult-path of
self-discovery which is- a necessary prerequisite of
sensible choice of career. In this aspect, present
career counselling program should go beyond mere
information giving to incorporate in it more
comprehensive and person-oriented counselling activities.
Sex role orientations are not related to the
complexity in construing success. Many possible reasons
can be posited. First, there is the serious problem of
whether success is a sex-related matter as it has always
been advocated. one direct challenge to this proposition
is that not even a. single construct given in the
repertory grid in part 1 of this study was related to
this property of achievement. Success construal may not
be sex-related' or it is not so at the conscious level
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without artificial, deliberate experimental manipulation.
The very adequacy of BSRI in tapping the broad construct
of masculinity and femininity has recently been
critically challenged in a meticulous and thought-
provoking review by an outspoken sex-role theorist, J.
Spence (1984). The masculinity and femininity scales in
the BSRI were argued as measurement of personality traits
of self-assertiveness and interpersonal orientation
respectively rather than masculinity and femininity per
se. More and more evidence is pointing out that
masulinity and femininity are multifactorial concepts
that include not only personality traits, but also
attitudes, sex role behaviours, values, interests and
preferences etc.. We cannot ascertain the mediational
role of gender schema in success construal unless the
measurement of masculinity and femininity is more validly
grounded and hence a more accurate labelling of subject's
sex role orientation.
Apart from Lhe issues of sex role comparisons in
cognitive complexity, we also want' Lo assess whether our.
subjects are simpleton. in success construal.
Quantitative statements are difficult to make because
related researches on this topic, e.g. Lee (1984), Chan
(1986) used small' samples (9 and 10 subjects
respectively) and figures were incompletely given. If
comparison has to be made, young offenders' construal of
punishment in which the first two principal components
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accounted for about 90% of grid variance (McCoy and Kvan,
1979) is simpler than our subjects' construal of success.
Qualitatively speaking, if attention is confined to
attribution only, the awareness of the extent to which
external causes operate in life can be taken as an
indication of attributional complexity (Fletcher et al.,
1986). This inference cannot go too far because their
mentioning of external reasons in interpersonal
relationship may well be a function of the nature of
the instance itself. Again, the implication of domain
specific study of achievement is obvious.
So far, the discussion is restricted to attributions.
This is so because psychologists are too overwhelmed by
attributional research and seem to have neglected the
role of other constructs in the study of achievement.
Outcome is. also important in such construal and yet few
researchers have capitalized on the potentialities. of
this variable in mediating achievement motivation. In
this regard, 2 lines of future research are possible.
First, we can investigate the relative salience of
different construal dimensions. Our use of frequency
count is useful in so far as representative constructs
are to be uncovered. To tap the superordinate constructs
or arrange-- constructs in neat hierarchy, Hinkle's
implication grid (1965) is a better alternative.
Secondly, whether it makes a difference to construe in a
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particular way is worthy of more systematic research in
future.
Last, but not the least, we need a continual search
for the role of meaning in achievement motivation. Now
that we have data on the attributional style of students
in different realms of affairs and that the attributional
account of achievement motivation has reached a mature
stage, more study on interpersonal success, which is less
well accommodated in'traditional achievement motivation
framework, is needed because it is a highly valued goal.
The part played by goals and values in achievement
motivation deserves more careful and vigorous study.




1. The practice of content analyzing subjects'
constructs and elements may be a violation of the
idiographic nature of the grid technique. The
aggregation of similar verbal labels made large
assumption of meaning equivalence when. the labels
were treated as identical across a number of
respondents. The idiosyncratic aspects of individual
grid have to some extent been eliminated. The same
problem exists when constructs and elements are
supplied in the Group grid.
2. Whatever construct associations are discovered, this
can only be said to hold for certain range of
elements, just as element associations can only hold
for a specified sample of constructs. Similarly,
cognitive complexity is meaningful only in relation
to sub-systems, not in relation to the whole personal
construct system. Results generated are therefore
specific and cannot be generalized beyond the topic..
under investigation.
3. Measures of cognitive complexity in construing
success may be sensitive to the range of given
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APPENDIX A























THE BEM SEX ROLE INVENTORY (BSRI)
請 用 以 下 有 關 性 格 物 質 的 形 容 詞 來 描 述 自 己 ， 請 參 照 下 列 七 點 量 表 ， 在 最 能
形 容 你 自 己 性 格 的 空 格 內 填 上 請 不 要 遺 漏 任 何 一 個 物 質 。





























































































































































行 動 像 領 袖 的
溫 情 的
有 適 應 力 的
積 極 進 取 的
開 朗 的
自 負 的
有 雄 心 的
孩 子 似 的
寶 貴 的
擅 於 分 析 的
感 情 豐 富
遵 守 傳 統 的
敢 於 表 達 自 我
不 用 粗 魯 言 語 的
友 善 的
體 格 健 壯 的
樂 于 撫 慰 痛 苦 心 靈 的
快 樂 的
胡 競 爭 性 的
女 性 化 的
樂 於 助 人 的
維 護 自 己 信 念 的
易 於 被 奉 承 的
缺 乏 效 率 的
喜 歡 支 配 他 人 的
斯 文 的
嫉 妒 的
強 有 力 的
易 聽 信 別 人 的
討 人 喜 歡 的
有 領 導 才 能 的
愛 小 孩 的
情 緒 易 變 的
岡 立 的
忠 心 耿 耿 的
可 靠 的
個 人 主 義 的
對 別 人 需 要 敏 感 的
神 神 秘 秘 的
易 下 決 定 的
害 羞 的
誠 懇 的
男 性 化 的
說 話 輕 柔 的
莊 重 嚴 肅 的
自 信 的
富 同 情 心 的
機 智 的
不 需 倚 靠 別 人 的
溫 柔 的
誇 張 的
個 性 堅 強 的
誠 實 的
有 立 聲 的
親 切 的
難 以 預 測 的
願 意 冒 險 的
肯 讓 步 的
沒 有 系 統 的
善 解 人 意 的
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APPENDIX C
THE EXPLANATION HOTE OF THE BSRI
請 用 以 下 有 關 性 格 物 質 的 形 容 詞 來 描 述 自 己 ， 請 參 照 下 列 七 點 量 表 ， 在 最 能
形 容 你 自 己 性 格 的 空 格 內 填 上 請 不 要 遺 漏 任 何 一 個 物 質 。





























































































































































行 動 像 領 袖 的
溫 情 的 （ 別 人 與 你 在 一 起 時 感 到 溫 暖 ）
有 適 應 力 的
積 極 進 取 的 （ 努 力 向 目 標 邁 進 ）
開 朗 的
自 負 的 （ 自 滿 的 ）
有 雄 心 的
孩 子 似 的 （ 行 動 信 思 想 像 孩 子 ）
寶 貴 的
擅 於 分 析 的
感 情 豐 富
遵 守 傳 統 的 （ 遵 守 中 國 文 化 傳 統 ）
敢 於 表 達 自 我
不 用 粗 魯 言 語 的
友 善 的
體 格 健 壯 的
樂 于 撫 慰 痛 苦 心 靈 的
快 樂 的
胡 競 爭 性 的 （ 喜 歡 與 人 競 爭 ）
女 性 化 的 （ 性 格 及 行 為 方 面 ）
樂 於 助 人 的
維 護 自 己 信 念 的
易 於 被 奉 承 的
缺 乏 效 率 的
喜 歡 支 配 他 人 的
斯 文 的
嫉 妒 的
強 有 力 的 （ 很 大 力 ， 可 拿 起 重 東 西 ）
易 聽 信 別 人 的
討 人 喜 歡 的
有 領 導 才 能 的
愛 小 孩 的
情 緒 易 變 的
獨 立 的
忠 心 耿 耿 的
可 靠 的
個人主義的（以自己的需要為首，別人為次）
對 別 人 需 要 敏 感 的 （ 容 易 瞭 解 及 體 全 別 人 的 感
神 神 秘 秘 的
受及需要）易 下 決 定 的
害 羞 的
誠 懇 的
男 性 化 的 （ 性 格 及 行 為 方 面 ）
說 話 輕 柔 的 （ 指 語 氣 及 語 調 方 面 ）
莊 重 嚴 肅 的 （ 外 貌 ）
自 信 的
富 同 情 心 的
機 智 的
不 需 倚 靠 別 人 的
溫 柔 的
誇 張 的 （ 行 為 表 現 方 面 ， 以 致 容 易 引 人 注
個 性 堅 強 的
誠 實 的
有 立 聲 的 （ 對 事 情 有 自 己 的 見 解 ）
親 切 的
難 以 預 測 的 （ 隨 時 會 改 變 ）
願 意 冒 險 的
肯 讓 步 的
沒 有 系 統 的 （ 做 事 沒 有 清 楚 步 驟 ）









































































































會 考 成 績 理 想
設 計 並 完 成 一 些 製 作
加 組 合 模 型 、 織 毛 衣
與 朋 友 保 持 良 好 關 係
或 有 知 己
在 課 外 活 動 或 比 賽 中
得 獎
校 內 學 業 成 績 良 好
在 校 內 級 社 等 組 織 中
擔 任 職 務
性 格 或 行 為 習 慣 有 改
進
有 一 份 薪 酬 可 觀 的 職
業
理 想 伴 侶 、 幸 福 家 庭
升 讀 大 學 或 專 上 學 院
得 到 良 好 聲 譽 與 地 位
結 識 到 更 多 知 心 朋 友




























































































THE ELEMENT CODING SYSTEM
(1) ACADEMIC ATTAINMENT
[a]Good performance in inlernal exam/test/assignment
e.g.








[f]Able to use one's knowledge
e.g.
[g]others
(2)SATISFACTION / SUCCESS IN ACTIVITIES
[a]Hold office / being leader in clubs or activities
e.g.
[b]Gain prize / good performance in sport
e.g.
100cm
[c]Gain prize in competitions / activities other than sport
e.g. D.E.A. attained Bronze Level
[d]Good performance in compelition / activities other than
sport
e.g. A




考 試 有 機 科 考 第 一 ； 獲 得 學 科 獎
會 考 成 績 好
做 過 優 異 生 ； 成 績 有 進 步 ； 拿 獎 學 金
被 派 入 第 一 志 願 學 校 讀 書 ； 評 核 試 后 被 派 到 律 校
升 上
入 大 學
學 以 致 用
成 為 學 會 主 席
跑
得 獎 ； 踢 被 射 入 綱
朗 誦 比 賽 冠 軍 ；
表 演 時 觀 家 人 叫 安 哥 上 ； 考 琴 得 投 槁 成 功
學 懂 游 泳 / 做 家 務 ； 考 車 牌 一 次 合 格
代 表 學 校 出 外 比 賽 ， 做 司 儀
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找 到 一 份 能 發 揮 自 己 所 長 的 工 作
薪 酬 不 斷 提 高 ； 每 月 均 有 可 觀 的 收 入
在 大 公 司 做 高 級 職 員 ； 身 任 高 職
自 己 創 業 ； 做 老 板
第 一 次 拿 到 薪 金 ； 做 暑 期 工 賺 到 薪 金
成 為 律 ， 畫 家
成 為 女 強 人 ； 出 唱 片
工 作 表 觀 被 賞 職 ； 受 人 尊 重
建 立 知 名 度 ； 有 名 譽 地 位
自 己 攪 的 活 動 受 歡 迎 ； 聖 誕 party 攪 得 好
設 計 了 一 個 電 腦 程 序 ； 畫 完 一 幅 畫
(3)CAREER-RELATED SATISFACTION / SUCCESS
[a]Good job, emphasing interinsic gualities
e.g.
[b]Having a well-paid job / Making money
e.g.
[c]Having a high-position job / getting promoted
e.g.
[d]Establish one's own business
e.g.






(4)GAINING RECOGNITION / REPUTATION
[a]Being praised / socially recognized
e.g.
[b]Having fame / Being famous
e.g.




[a]Make or produce something
e.g.
[b]Complete a difficult task
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(6) SOCIAL RELATIONSHIP
[a]Having some good friends / Keeping or establishing
friendship
e.g.




[a]Enjoyment of family life / Happy family
e.g.
[b]Satisfying marriage / Desired loving partner
e.g.
[c]Taking care of parents/family
e.g.




[a]Being popular / sociable traits facilitate relationship
building)
e.g.








有 一 個 知 心 友 ； 與 朋 友 關 系 良 好
為 別 人 解 決 問 題 ； 捐 血
有 一 個 幸 福 美 滿 的 家 庭 ； 組 織 一 個 好 家 庭
找 到 合 適 的 對 角 ； 美 滿 的 婚 姻
使 父 母 安 享 晚 年 ； 照 顧 家 人 的 需 要
教 遵 子 女 成 為
能 與 人 和 睦 相 處 ； 受 歡 迎
讀 書 計 劃 編 排 成 功 ； 戒 除 陋 習
自 立 不 用 倚 靠 別 人 的 幫 助 ； 鐲 立 處 事
有 正 義 感 ； 產 除 社 會 的 不 平
口 齒 伶 俐 ； 堅 強
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(9) PERSONAL BELIEF
[a] Finding / Keeping personal belief
e.g.
[b]Sharing of personal belief
e.g.










成 為 基 督 徒
同 學 信 基 督 教 ， 向 家 人 傳 福 音
擁 有 洋 樓 ； 買 車
有 權 力
環 游 世 界
成 為 健 康 的 人
坐 穿 梭 機 上 太 空 ； 看 到 機 本 好 書
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APPENDLX F
TILE CONSTRUCT CODING SYSTEM.
(1) ATRIBUTION OF OUTCOME
[a] Personal contribution (e.g. effort, ability) vs. other's
help/ cooeration
[b] Long-term effort vs. short-term effort
[c] Require much effort vs. require less effort
[d] Effort vs. environmental factors, e.g. luck, other's help
[e] Effort vs. ability
[f] Effort vs. wisdom
Require wisdom vs. not require wisdom
[g] Effort vs. inborn potentialities, e.g. physique
[h] Effort vs. non-effort
[i] Ahilit vs. personality
[j] Can becontrolled vs. beyond control
Planned vs. luck /fate/ chance
[k] Require certain personality traits (e.g.. patience) vz.
not require these traits




(2) CONSEQUENCES OF ACHIEVEMENT
[a] Long-term impact vs. short-term impact
[b] Affect my future vs. less affect my future/ Affect my
present
Greater impact vs. less impact
[c] Personal gain vs. other's /societal benefit
Less people.benefit vs. more people benefit
Direct impact on oneself vs. no direct impact
[d] Fulfill personal expectation vs. other's expectation
[e] Recognized by others vs. recognized by self /few people
objectively-defined success vs. subjectively-defined
success
[f] Material /extrinsic reward vs. spiritual /intrinsic
satisfaction
Tangible reward vs. less tangible reward
Make me famous vs. won't make me famous
[g] For interest,vs. not for interest /for practical
reason (Subjects may state this in terms of
purposes. But such purposes actually reflect the
type of reward received/ expected.)
[h] Produce more positive- feelings (e.g. happiness,
contentment) vs. produce less positive feelings




(3) NATURE OF EXPERIENCE
[a] Easy vs. difficult
[b] Competitive vs. non-cbmpetitive
[c] Related to self vs. related to others
Personal, matter vs. public matter
[d] Related to task vs. related to people
[e] Very important /desired vs. less important /desired
[f] Career vs. non-career
[g] Career vs. affection
[h] Academic vs. non-academic
[i].Academic vs. character
[j] Academic vs. Interpersonal relationship /affection
[k] Others


